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ABSTRACT
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1998). The importance of ensuring the inclusion of culture in the foreign language curriculum
has come to the forefront of the debate with the recent release of the World-Readiness Standards
by The American Council on the teaching of Foreign Languages (ACTFL) (World-ReadinessStandards, 2015). This study not only underscores the importance of the inclusion of culture in
the foreign language classroom, but more importantly examines participants’ perceptions and
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The theoretical frameworks for this investigation are based on Intercultural
Communicative Competence (ICC) and Critical Race Theory (CRT). Using these frameworks
the study investigated the following question: What are foreign language learners’ perspectives
on cultural acquisition through cultural texts and personal experiences in Latino communities?

The participants in this study were students in one introductory university-level Spanish
class at a major college in the Southeast. The data sources included participant interviews and
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on student attitudes and perceptions about the target culture(s).
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CHAPTER ONE
INTRODUCTION

While culture is inherently part of language teaching and learning, language teachers and
researchers are still grappling with the question of the best way to fully integrate and teach and
learn the target cultures in a foreign language class. There is still no one clear answer to this
given that the prevailing, accepted method of language instruction has evolved and changed over
many years and that culture had been, until recently, a more peripheral element in language
teaching, frequently only explicitly introduced, if at all, at the end of the lesson (Tang, 1999).
That is to say that teaching the target cultures in foreign language classes had usually been
pushed to the side in favor of teaching language skills like grammar, vocabulary and
communication in general (Magnan, 2008). The major obstacle facing teachers was a struggle to
find the time to teach explicit cultural elements in the curriculum paired with teachers’ low selfefficacy in their preparation in and ability to teach the target cultures (Tsou, 2005). Therefore, it
would appear that the prevailing attitude, towards language teaching, was, for a long time, that
language and culture are separate in the classroom and are not to be taught simultaneously.
Culture has usually never been more fully integrated into the curriculum until the more advanced
level civilization and literature courses, be they at the secondary or postsecondary level. Another
problem is that the cultural referents that are taught, while valid, are also temporally and
geographically distant. That is to say, textbooks generally include historical references from all
over the Spanish-speaking world. These facts and tidbits are interesting and important, but only
tell a part of the story. They introduce students to surface culture using the “‘Four Fs” approach:
Food, Fashion, Festivals, and Folklore” (Fox & Diaz-Greenberg, 2006, 402). That is to say, in
textbooks what is found is usually objective culture. Another part of the story, and perhaps one
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that is more relevant to today’s political climate and students in general, is the everyday life (and
struggles) of Latinos/as in the United States and on the border. In other words, the subjective
aspects of culture need to be approached and addressed. In order to understand other cultures,
one must also understand their own culture. The problem with this is that in the foreign language
classroom, especially at the beginning levels in high school and college, there is not enough time,
if any at all, spent on encouraging “learner reflection on their own culture and cultural identity”
(Garrett-Rucks, 2016, p. 11). However, there has been a paradigm shift from a teacher centered
classroom to a student centered classroom (Fox & Diaz-Greenberg, 2006) which may help to
swing the pendulum to the subjective elements of culture as students explore their own cultures
and the target culture(s) and make meaning out of the similarities and differences.
As a Spanish major and Political Science and Latin American History minor in college, I
fell in love with the cultures associated with Spanish-speaking peoples. Being exposed to other
cultures, I felt a greater understanding of the people and the language as well as myself and my
own culture, that of a white middle to upper class citizen of the United States of America who is
a native English speaker and non-native speaker of Spanish. The question still remains about
what is culture and how do we tap into it and address it in our foreign language classrooms,
particularly at the introductory level? Furthermore, why should culture be included in our
language classes at all? The answer here is that language and culture are inextricably linked,
inseparable (Byram & Feng, 2005; Cakir, 2006; Damen, 1987; Furstenberg, 2010; GarrettRucks, 2016; Lange, 1998; Moeller & Nugent, 2014; Otwinowska-Kasztelanic, 2011; Risager,
2006, 2007; Savignon, 2005; Stewart & Strathern, 2017; Szende, 2014; Tang, 1999; Tsou, 2005).
There is confusion about what culture to teach and as a result, “culture may be excluded or
included as an afterthought” (Lange, 1998, p. 58). Damen (1987) even cites the Sapir-Worf
Hypothesis to indicate the strength of the connection between language and culture. As Moore
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(2012) further points out, this hypothesis indicates that “all linguistic categories structure and
transmit culturally learned perceptions of existence” (p. 89). There are two forms to this
hypothesis. The strong form says that the arrow points from language to culture, whereas the
weak form simply says there is a connection. Kramsch (1993) introduced the concept of
linguaculture and Agar (1994) introduced the concept of LANGUACULTURE to underscore the
connection between these two concepts: “Culture is in language, and language is loaded with
culture” (Agar, 1994, p. 28). Unfortunately, for a long time, culture used to be seen as “‘throwin’ activities” and “peripheral considerations” (Warford & White, 2012, p. 400) simply because
either teachers felt unprepared to address culture explicitly or because not enough class time
existed in which to explicitly address culture. However, now the push is being made to explicitly
incorporate culture as one of the key elements of language instruction although the complete
integration of language and culture has as of yet not been realized in most classrooms and
textbooks (Bush, 2007). This integration of language and culture has not even been a key factor
in foreign language education until recently. To the contrary, culture has mainly been on the
periphery of language instruction (Furstenberg, 2010; Kearney, 2010), which has instead focused
largely on grammar, vocabulary and communication. While these aspects of language learning
do necessarily include culture, even if the amount is minimal, what is apparent is the need for the
full and not just peripheral inclusion of culture in language classes at all levels. As Garrett-Rucks
(2014) stated “the need to understand languages and cultures other than one’s own has become
of paramount importance in the increasingly multicultural nature of industrialized societies” (p.
181).
Culture encompasses the people who are part of the society, accepted behaviors of those
people and their products and the rationale for their actions as well as why they create what they
create (Byrd et al, 2011). As defined by the National Standards, culture refers to perspectives,
practices and products (Byrd et. al., 2011; Byrnes, 2003), where perspectives are meanings,
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attitudes, values and ideas, practices are patterns of social interactions or behaviors and products
are what is created both tangible and intangible by a society, such as books, food and laws (Byrd
et al., 2011; Byrnes, 2003; Cortazzi & Jin, 1999; Kramsch, 1993). As Neuliep (2012) notes
“Culture is seen as a paradox…culture is simultaneously a very subtle and clearly defined
influence on human thought processes and behaviors” (p. 10). In other words, culture is
definable and noticeable while at the same time being very hard to understand or see. Part of the
reason for this is that culture is fluid, flexible and dynamic, not static and fixed (Neuliep, 2012).
It is also important to note that culture is not innate, that is one is not born with it, but rather it is
learned and acquired over time. Interestingly, “most of us are unaware of our culture” (Neuliep,
2012, p. 46). Hence, learning another culture helps one to learn their own culture as well.
As noted above, culture also necessarily includes language itself. The distinction can
also be made between big “C” Culture (objective) and little “c” culture (subjective) where the
former refers to the static elements of a civilization, such as literature and the arts and the latter
refers to the dynamic elements of a civilization, such as the processes of everyday life
(Kramsch, 2012, pp. 65-66). As Durocher (2007) points out, objective culture is the type of
culture that is usually taught in foreign language classrooms, for example facts and information,
whereas subjective culture, for example, experiences, processes and practices, is not. That being
said, it is subjective culture that is arguably more important and needs to be discussed in more
depth in the classroom. This is because it can be more geographically and temporally relevant to
language learners. That is to say that it can be experienced in real-time and in person, not just
through historical perspectives and from a distance. Objective culture is best taught in the
classroom. However, subjective culture may best be taught through experiences outside the
classroom and reinforced in the classroom. Going outside the classroom is the best way to
teach not only the culture standard, but also the community standard. This is because access to
the community provides an authentic environment in which to learn about the target culture and
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the community therein. Also, the culture standard permeates all of the other standards, including
the community standard. As Abbot and Lear (2010) point out “the communities goal cannot
easily be implemented within the walls of a language classroom” (p. 232). Therefore, by
teaching culture outside of the classroom, one also teaches the community standard. That is to
say that when culture is taught outside the confines of the classroom and in the community,
students interact with members of the community and use the language they are learning and
cultural knowledge they are gaining to build connections.
Culture, in essence, is a very difficult concept to define. There is not one acceptable
definition of culture. Furthermore, “there is no agreement on how culture can or should be
defined operationally in the context of foreign language learning in terms of concrete
instructional objectives” (Schulz, 2007, p. 9). As a matter of fact, “It is…culture that has been so
misunderstood and so inadequately presented in our classrooms” (Brooks, 1986, p. 128). This is
especially true of our introductory level college language classrooms. By and large, culture has
been the fifth tenet of language learning and as such is often seen as peripheral and therefore has
been placed on the backburner all too often. That is until recently with the introduction of the
ACTFL Standards, which brought culture to the forefront as one of the 5 Cs, the one which can
be connected the most to the other four – communication, communities, connections and
comparisons. Even so, it is still not explicitly taught as frequently or in as much depth as perhaps
it demands to be/should be in introductory level language classrooms. Instead, upper level
courses, those generally taken by majors and minors, are more often reserved for the larger and
more in-depth cultural conversations. However, the discussion on culture should begin with the
initial exposure of students to a language.
What usually comes to mind when one thinks about the meaning of culture is food,
famous figures and festivals, because that is what is taught, and can be seen, in many textbooks –
the more static elements of culture. This approach is problematic as it tends to simply gloss over
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culture, specifically the more abstract and dynamic or changing elements of culture. In essence,
this approach simply deals with surface culture. Another concern with teaching culture using this
approach is the geographical and temporal distances that exist between the culture being studied
and the student. That is to say, that all too often the culture that is discussed in classrooms relates
to people and places on different continents and in a more historical manner. This makes it
difficult for the students to relate to the information given. This is also more of a snapshot
approach to culture and one which only tells a part of the story from a distant lens. A more
innovative and perhaps relevant approach to teaching culture in the college foreign language
classroom, in this case the Spanish classroom, is that of teaching the culture that is both
geographically, i.e. here in the United States or even more close by, in the state, and temporally
relevant. In essence, this is introducing students to the culture that exists right in their own
backyard, using a more close up lens. For example, there are the struggles on the border of
the United States and Mexico, especially given the importance and relevance of the immigration
debate here in the United States. The goal would be to help create well informed students and
citizens. Furthermore, it may be beneficial to move away from manufactured excerpts found in
textbooks and toward the use of more authentic texts detailing the experiences of Latinos/as
coming to and living in the United States.
In the rest of this chapter, I will begin by presenting Hall’s Iceberg Theory of Culture to
explain the surface elements of culture as well as the processes which encompass the dynamic
aspect of culture. I will also discuss Hofstede’s Onion model of culture. Next, I will discuss the
importance for teachers and students of explicitly discussing and studying the Latino culture in
Spanish classes and in general. Then, I will give the background of the study, to include the
status of foreign language education in the United States, the historical and current status of
culture in foreign language instruction in the United States and the current foreign language
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curriculum. I will also discuss the purpose of the study, the research questions and the
significance of the research. Lastly, I will discuss the theoretical frameworks for the study.

Hall’s Iceberg Theory of Culture
In 1976, in his book Beyond Culture, anthropologist Edward T. Hall laid the foundation
for what has become known as the Iceberg Theory of Culture. This theory or model posits that
there are two parts to culture – that which is seen, like the tip of an iceberg, and that which is
hidden below the surface, the deeper culture. The surface culture is overt and observable, the
conscious aspects of a given culture, such as behaviors, language, religion and dress. The deep
culture, on the other hand is covert and non-observable. It is what is in the subconscious.
Included in this category are attitudes, beliefs and values. As Hall states, “the important part of
culture exists safely hidden below the level of conscious awareness” (Hall, 1976, p. 208). That is
to say that objective culture lies above the surface, but subjective culture, arguably the more
important type of culture lies beneath the surface. I argue that while objective culture is what is
usually taught in the classroom, it is subjective culture which foreign language educators need to
help students tap into as they study culture. What needs to be understood is the shift from
teaching objective culture to teaching subjective culture and understanding that culture is not just
about products, but it is about process. Garrett-Rucks (2016) addresses this noting that culture is
learned from one’s social environment and therefore is susceptible to change over time as the
social environment changes. In other words, culture is dynamic and always changing.

The Onion Model of Culture
This model is very similar to Hall’s Iceberg Theory of Culture in that it represents
subjective culture as being on the surface and objective culture as being below the surface
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requiring further and deeper investigation into a culture to understand it. Hofstede developed the
Onion model of culture primarily as an examination of business cultures. However, it has been
used to discuss cultures in general as well. The model divides culture into four layers – symbols,
heroes, rituals and values - with values forming the “deepest level of culture” (Sun, 2008, p. 139)
and being connected with moral and ethical codes. The outer layer of the onion is symbols which
are the “most overt element of culture” (Sun, 2008, p. 139), the subjective piece of culture. Once
the symbols layer is peeled back the second layer, heroes, is revealed. The third layer, below or
underneath heroes, is rituals, which Sun (2008) refers to as socially essential activities. Finally, at
the center, or core, of the onion are values. These are the most objective and hardest elements of
culture to get at and understand, just as they are in the Iceberg Model. Garret-Rucks (2016)
points out how practices “emerge from the core layer, transecting the other layers” (p. 26). Thus,
practices develop from values, but require the presence of all other layers of culture. Another
way to look at this model is that, as Garrett-Rucks (2016) points out, “there is greater variation
within a cultural norm at the layers furthest from the core” (p. 27). Garrett-Rucks further notes
that variations can and do occur at all levels of a culture.

Background on the Latino/Latina population
Studying the Latino/Latina population in the United States is very important because this
very population has historically impacted our society and continues to grow and impact our
society and economy today. First, though, it is important to discuss exactly what is meant by
“Latino”. The word “Hispanic” has been used to refer to people from Spanish-speaking
countries. However, this term, is seen by some as connecting these same Spanish-speakers too
closely to Spain: “Some Latinos deride the use of ‘Hispanic’ as an anglicized cheapening of their
Spanish roots and insist on ‘Latino’” (De Varona, 1996, p. xvii). Indeed, it can be seen as
inaccurate and offensive (Comas-Díaz, 2001). According to De Varona (1996), “Latinos are
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people of various racial backgrounds whose ancestors lived in Spain or Latin America” (p. xvi).
Comas-Díaz (2001), notes that “Latino (male) or Latina (female) is used to refer to people
originating from or having heritage related to Latin America” (116). Therefore, this is the
preferred terminology. Thus, “Latino/a” is the term that will be used in this paper. Next, it bears
looking at who these people are and the impact they have had on the U.S. throughout its history.
Historically, the Spanish themselves had control of what are now Florida and parts of the
Southwest United States, to include Texas, California, Arizona and New Mexico in the 1500s.
After the United States gained independence from England in 1776 and began expanding from
coast to coast through Manifest Destiny, which was last approached in 1950 with the admittance
of Alaska and Hawaii into the union, these areas that were previously part of the Spanish empire
in the New World, became part of the United States. Therefore the history of Latinos can be
traced back to well before the United States even came to be. Latinos have helped to write the
history of the United States from almost day one. They are responsible for many firsts in what is
now the U.S. For example, they were the first Europeans to discover Florida and California as
well as the Grand Canyon and the Mississippi River. They were also the first to hold Christmas
and Thanksgiving in what is now the United States. They also had both the first settlement, San
Miguel de Guadalupe (in present-day Georgia), and Black settlement, Fort Mosé in Florida, in
North America (De Varona, 1996). Latinos have always had a presence in the military in the
U.S., even since the Revolutionary War, as they fought alongside Washington’s army (González,
2011). They have subsequently fought in every war in which the U.S. has ever fought (De
Varona, 1996).
The White European man, the Anglo, became dominant over other cultures in the United
States as it grew through Manifest Destiny. For example, the Native Americans were not the
only group of people negatively affected by this movement. As González (2011) points out
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Popular history depicts that nineteenth century movement as a heroic epic of humble
farmers heading west in covered wagons to fight off savage Indians and tame a virgin
land. Rarely do those accounts examine the movement’s other face – the relentless
incursions of Anglo settlers into Latin American territory. (p. 28)
González (2011) also notes that “Most U.S. presidents backed the taking of Latin America’s
land…To justify it all, our leaders popularized such pivotal notions as ‘America for the
Americas’ and ‘Manifest Destiny’” (p. 28). Therefore, Latinos, although pivotal in shaping the
country that the U.S. has ultimately become, have been treated poorly since the beginning. To be
sure, as De Varona (1996) notes, Mexicans have often been treated as scapegoats for the ills of
the United States. For example, they have long been accused of depressing wages and taking
Anglo jobs. Not only that, but they have been deported in large numbers. They have experienced
prejudice in the form of separate public facilities, job discrimination and vigilante justice. That
being said, not all Mexicans have been treated this poorly. New Mexico’s Mexican community
escaped deportation.
González (2011) underscores the importance of five major periods for Latinos in the last
sixty years. First was the Integration Period from 1950-1964, during which time Mexican
Americans and Puerto Ricans fought in World War II and the Korean War. It was also during
this time that Senator Kennedy carried 85% of the Mexican vote nationwide in the presidential
election on his way to a thin margin of victory. The next period, the Radical Nationalist Period,
took place from 1965-1974. It was at this time that both Latinos and African Americans staged
boycotts, strikes, protests and riots for integration and social change. From 1975-1984, the
Voting Rights Period, a drop was seen in Latino participation in revolutionary organizations,
political equality became the primary goal for Latinos and voter registration drives were run to
increase the number of Latino voters. The Rainbow Period, from 1985-1994, saw Black and
Latino discord after the Rainbow Coalition stalled. During this time African Americans came to
believe that “Latinos aspire to be considered white” and Latinos believed that blacks were
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“obsessed with race” (Gonzalez, 2011, p. 184). The fifth and final period, the Third Force
Period, which began in 1985, saw a rush of Latinos to become citizens of the United States, an
increase in voter participation levels and a push for independence by some Latino leaders. The
rivalry between African Americans and Latinos in the 1980s, as noted above, is not soon to
disappear. Duro (1998) points out that “Latino immigrants lack both the historical standing and
the just cause to win their place by way of struggle and petition. And these newcomers are not
likely to forge an alliance with blacks, but instead, these two groups are already becoming rivals”
(p. 8). This means that in addition to fighting for rights against Anglos, Latinos are also being
seen as inferior to Blacks.
There is also the reality of the segregation of Latinos in the United States, especially
where it concerns the White and Black populations. That is to say, that Latinos are still viewed as
the “other” in many areas. What needs to be noted is that although there is still segregation of the
Latino population, according to the 2010 Census it has been in decline since 1990 (Lichter, Parisi
& Taquino, 2015). Even native-born Latinos “have not been fully incorporated into American
society on many important dimensions, such as education, income, and English language usage”
(Lichter et al, 2015, p. 39). However, it should be noted that Latinos are becoming more
residentially integrated due to “Hispanic gains in education, upward socioeconomic mobility,
and more intermarriage” (p. 40). These gaps need to be closed and the pattern reversed to where
Latinos are seen as our friends and neighbors and not the “other”.
The culture of the Spanish-speaking world does hold some influence over parts of this
country. This influence includes language, food, and religion, to name a few influences.
Politically today the discussion continues as to whether or not English should be the official
language of the United States, over other languages most significantly Spanish. Once again, the
white European culture is trying to assert its dominant status over other cultures in the U.S.,
while reverting those other cultures, including the Latino culture, to a peripheral or even invisible
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status.
The language debate has been an ongoing issue in the United States since 1795, when a
proposal to print all federal laws in German and English failed in Congress (Baron, 1990). It
must be noted here as well, that since the Europeans arrived on the shores of the New World
there has been a coexistence of Pre-Colombian languages, Spanish, French, Dutch, Hawaiian and
Russian (Baron, 1990). Baron (1990) also notes that even since the colonial days of the United
States, “languages other than English have been used both privately and quasi-officially” (p. 4).
However, despite many languages being spoken and used in the United States since before it
became an independent country, “At certain points in American history attempts have been made
to suppress at least the public use of minority languages” (Baron, 1990, p. 4). New Mexico was
even denied statehood for many years until 1912 because Spanish was the majority language
spoken there, including in matters of official business (Baron, 1990). Other languages have been
used or presented as possible official languages by at either the state or federal level. For
example, residents of Louisiana spoke at the time of statehood and until the 1920s all official
documents in the state were written in French and English (González, 2011). There are also
ongoing attempts to pass state and federal Constitutional Amendments making English the
official language of the United States. Even though amendments have passed at the state level in
some cases, the movement has been unsuccessful at the federal level. The designation of English
as the official language of the U.S. would be the result of a failure to take into account the
linguistic impact that Spanish has had on English. As De Varona (1996) points out, “the English
language is laced with at least 400 words of Spanish origin” (xvii) and “American English would
be a different animal entirely if not for its considerable Latino influences” (p. 203). To designate
English as the official language would be to deny this influence.
Another key issue in the United States right now is the immigration debate, to include
whether or not amnesty or some path to citizenship should be created for illegal immigrants. It is
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important to understand that immigration is occurring due to the perception of a better life,
economically and politically. Latinos/as are chasing the so-called American Dream. The
influence of the Spanish language and Latino cultures is very real. There are restaurants that
serve fare from all over the Spanish-speaking world. Oftentimes automatic menus on the phone
are offered in both Spanish and English. Even firms, law and otherwise, are seeking to generate
business in the Latino communities and are doing so through the understanding of the culture
and the need to speak Spanish. Incentives are even being offered at many businesses for new
hires who speak a second language, to include Spanish. The United States is also feeling the
economic and political impact of the Latino population. González (2011) notes that there is a
peaceful Latino revolution taking place which is proving to be very impactful. For example,
there is a rush to citizenship by legal immigrants. As a result, there has been an increase in the
U.S. electorate, the emergence of a socially oriented Latino middle class and the rise of a Latino
Third Force which has proven to be a swing factor in the U.S. political landscape. In addition,
the 21st century has seen an increase in the number of influential Latinos in elected offices to
include the Governor of New Mexico, three U.S. senators, the mayors of Los Angeles, San
Antonio and Hartford, and the rise of Sonia Sotomayor to the Supreme Court of the United
States. Unfortunately, many other U.S. citizens are not seeing these benefits brought by legal
immigrants, but rather are focusing on the illegal immigrants, blaming them for the economic
woes of the country (González, 2011). De Varona (1996) sums up the Latino influence on the
United States very succinctly: “To understand who the Americans are one must know who the
Latinos are, and were. Since 1493, millions of Latinos…have lived in the United States (and the
territories that would become the United States)” (p. 275).
There is also the question of what to call someone from the United States. One of the
more common terms used is “American”. The problem with this is that people from other
countries in Central and South America, most of whom speak Spanish, find it “imperialistic and
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insulting” (Lustig & Koester, 1999). Again, this goes back to the idea that the White European
culture is the dominant culture. Another option, according to Lustig and Koester (1999), is
“North American”, but this again includes people from Canada and Mexico. What Lustig and
Koester (1999) posit is using the term “U.S. Americans” which keeps the term “American” but
limits the scope of the title to the pertinent geopolitical area and removes the feeling by some
groups as non-dominant or peripheral cultures.
Specifically speaking about the demographics in the United States, and pointing more to
the growing influence of Latinos in the United States, in 2013, the Hispanic population
increased to 17.11% (US Census Bureau, 2013), making it the largest minority group in the
United States (US Census Bureau, 2012a). In comparison, the African-American population has
remained relatively stable. In Georgia, Latinos are the second largest minoritized group (9.3%)
trailing only African Americans (31.5%). In this town, as of the 2010 census, the statistics are
similar, with Latinos/as only trailing African Americans in terms of minoritized population.
While African Americans make up 54.0% of the population in this town, Latinos make up 5.2%
(US Census Bureau, 2012b). The key point here is that Latinos are one of the largest, if not the
largest, minoritized groups in this state and the United States and the population continues to
increase. Furthermore, “In the case of the Latino population in [this state], the majority is
immigrant, either first or second generation, with very close ties to the countries of origin”
(Hartfield-Mendez, 2013, p. 360). This means that the Latino population is a great resource for
learning about and understanding the different cultures of the Spanish-speaking world. These
data underscore the growing importance of students investigating the Latino culture(s) in and
around this town. Indeed, as Guglani (2016) points out, regarding the study of Latino culture,
Latinos are a student’s “greatest resource”, people “with whom they can practice speaking and
from whom they can learn about target cultures firsthand” (p. 128). First, however, they must
investigate and understand their own culture in order to be able to compare and contrast the
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cultures, thus understanding the similarities and differences that exist between the native and
target cultures.
It is important to study the Latino population as a whole, so why then, should the
population of people from Mexico be focused on as well, besides the fact that they are our
neighbors? By and large, the largest population of Latinos from the United States is from Mexico
at 66% (US Census Bureau, 2013). Generationally there are more first generation Latinos
(35.7%) than any other generation living in the United States (US Census Bureau, 2012a). In the
case of those from Mexico, these are the generation closest to the Mexican culture.

Dominant versus peripheral cultures
In the United States there is a split between dominant and peripheral, even invisible,
cultures. This is the divide between the Euro-centric culture and other cultures, in this case the
Latino culture. That is to say, the Euro-centric culture comes from a position of dominance
placing other cultures, such as the Latino culture on the periphery, occasionally making them
even invisible. As McIntosh (1988) notes, being white in the United States places one at an
advantage, one that most do not even recognize because it has not been taught to them. What
member of the dominant culture have been taught is that other cultures are being oppressed, but
not that the Euro-centric culture is the oppressor. This can be translated to the split between the
white culture and the Latino culture in the United States. The Euro-centric culture is the
dominant culture in this country whereas the Latino culture is one of many peripheral cultures
which are pushed to the side and kept there by the dominant culture. Members of the dominant
culture may or may not be aware of this privilege that they enjoy or of the oppressiveness that
they demonstrate. The point is that this cycle needs to stop and one of the goals of this study is to
begin that process through educating students on the Latino culture and the similarities and
differences therein.
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What is interesting is that as Lichter et al. (2015) point out, this oppression is worse
between the non-Hispanic black population and the Latino population than it is between the nonHispanic white population and the Latino population. Between 1990 and 2010, there was a
greater percentage reduction in Hispanic-Non-Hispanic Black segregation than in HispanicNon-Hispanic white segregation. Even so, the overall percentage is still greater for the former
than the latter. As Hernández (2003) notes, “Anglo-Blacks…are disinterested in forming
coalitions with Latino/as” (p. 155). Hernámdez also points out that the feeling is mutual and that
there is Latino/a disdain for Blacks.
It bears noting that there are those who identify with both Blacks and Latinos. The
terminology used to identify those who are both Black and Latino/a is Afro Latino/a. The
problem is that the binary of Blacks and Latinos makes Afro Latinos virtually invisible (LaóMontes, 2005) as they are not fully accepted in either group. In other words “Afro-Latinos/as are
often positioned as equally foreign as Anglo-Blacks, to the portrait of authentic Latino/a
identity” (Hernández, 2003, p. 153). Interestingly, it is not the United States, but rather Latin
America and the Caribbean where the largest presence of people of African descent in the
Americas can be found (Lao-Montes, 2005).
As Kasun (2015) notes, Latinos are often given the following positioning in the
United States: low expectations. There is, in particular, a negative stereotypical understanding of
Mexicans. In school, speaking Spanish is oftentimes seen as a deficit as well, instead of a rich
resource into which educators and fellow students alike can tap (Kasun, 2015). Kasun (2014,
2015) also uses the terminology transnationals to describe those Latinos that straddle two
cultures and move back and forth between two cultures. This is exactly who Anzaldúa speaks to
in her text, the subject of this study, and it is exactly the type of people that the participants are
likely to observe, meet and interview in this study. These are who Kasun (2015) refers to as
transnationals.
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Background of study
The status of foreign language education in the United States

By 1970, language instruction was strictly content-based, meaning that the focus lay on
phonetics and grammar. What culture was taught, was merely touched on based on what was
relevant to “the accepted literary canon of the time” (Schulz, 2002, p. 285). In the 1990’s, the
Standards for Foreign Language Learning were released and have been seen as a mixed
blessing. On the one hand, “they have reinvigorated many teachers and challenged school
systems to take a critical look at their curriculums” (p. 286). On the other hand, they have been
seen as unrealistic in that they are “based on the assumption of a K to 12 articulated foreign
language curriculum that does not exist in the vast majority of American schools” (p. 286). There
is also the question as to whether or not they can truly be extended to guidelines for
postsecondary foreign language educational standards. What Schulz further points out is that
foreign language instruction is still largely lacking in U.S. elementary schools and that what
exposure there is to foreign languages at those schools is mainly in exploratory or enrichment
classes.
Before discussing postsecondary foreign language instruction, we must take a closer look
at elementary and secondary foreign language education. Globalization has increased the
importance of being able to communicate in foreign languages across the world. Here in the U.S.
it is no different. As Pufahl and Rhodes (2011) explain, “For decades, US policy makers,
educators, parents, business leaders, and major research organizations have called for an
education system that prepares students to become competent world citizens who can
communicate effectively in languages other than English” (p. 258). Therefore, it is nothing new
that foreign language education is being viewed as very important. As such it should be a focus
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at primary, secondary and postsecondary levels. Unfortunately, “institutions of higher learning,
facing major budget cuts, are discussing reductions in their language offerings and/or
requirements, thus shifting the burden of language instruction to the K-12 level” (Pufahl &
Rhodes, 2011, p. 259).
As Kramsch (2014) says, “There has never been a time when language teaching and
learning has been more interactive and more imaginative than today” (p. 296). That being said,
she also notes that “language teachers are no longer sure of what they are supposed to teach nor
what real world situations they are supposed to prepare their students for” (p. 296). This includes
the cultural aspects of the language. Sadly, beginning textbooks are not well equipped to
effectively introduce students to culture. Instead they are not much more than “tourist brochures”
(Kramsch, 2014, p. 302). There is also the problem, of objective culture versus subjective
culture, both of which need to be taught. In her analysis of textbooks and their treatment of
culture, Ros i Solé (2013) points out that “Most language textbooks…present the cultural aspects
of language in a purportedly objective way” and furthermore that “cultural issues are frequently
presented in ‘cultural asides’ which provide idiosyncratic and curious ‘facts’ about the culture”
(p. 161). In other words, the way in which culture is presented in textbooks is not representative
of reality. Instead, Ros i Solé recommends that “the textbook, as a cultural artifact, should
incorporate competing versions of the target culture, while at the same time allowing space for
reflective distance” (p. 162).
One of the problems of university-level instruction is the “explicit focus on specific
points of target language (TL) grammar” (Hubert, 2011, p. 223). This is problematic because
everything else is pushed to the side. In addition, students practice avoidance, or exchanging a
more complex structure for a less complex one in order to generate the intended meaning
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(Hubert, 2011). While communicative language teaching (CLT) is the current approach used by
instructors, students are still exposed to more drills and less authentic interactions in the
classroom. This is to the detriment of the students and the nation as a whole as our education
system is not producing many bilingual or multilingual students. There is also the problem of not
exposing students to explicit cultural instruction, specifically at the lower levels of language
study. A key difference between college and high school foreign language instruction is that
college instruction “has intellectually more ambitious goals than high school” (Kramsch, 2014,
p. 303). However, as Kramsch also notes, there are major differences between goals in foreign
language instruction at the college level as “there is no consensus among the faculty of collegiate
language departments as to what those goals should be” (p. 303). This is very problematic.

The status of culture in foreign language instruction

Byrd, Hlas, Watzke and Montes Valencia (2011) give a snapshot of how foreign
language and cultural instruction have evolved over time. Foreign language instruction has been
analyzed back to the late 19th century. Until 1900, the prevailing methodology used to teach
foreign languages was the Grammar-Translation Method. Here, culture only included the
literature students were required to read. From 1890 to 1930, the methodology changed to Direct
Method, whereby speaking and pronunciation were the main focus of language instruction. Here
culture was limited to pictures, often unrelated to the linguistic concepts being taught. In the
1950s, culture was taught explicitly in infrequent increments. However, by the end of the decade,
the Audio-Lingual Method (ALM) was the prevailing instructional methodology. This method
sought to assist students in readying themselves to enter the target culture. Therefore, cultural
instruction was a necessity and therefore the importance of teaching culture increased. In the
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1970s, a variety of methodologies were used such as the Cognitive-Code Method, the Natural
Approach and Communicative Language Learning. Culture continued to take a backseat to
language instruction. It was not until the 1980s and 1990s that the importance of teaching culture
explicitly was revisited and that culture was deemed a “foundational component in foreign
language learning” (Byrd et al, 2011, p.7). The argument has recently been made that not only is
language related to culture, it is culture (Tang, 1999). Even so, it has been noted that “for several
decades the dominant paradigm in foreign language and second language teaching has been the
‘communicative approach’, an approach which has tended to undervalue the cultural dimension
of language use” (Elgar, 2011, p. 140).
The inclusion of culture in foreign language education as noted above has come and gone
in waves, but has almost always been secondary to language instruction and has most certainly
been misunderstood (Brooks, 1986). Indeed, as Hagar (2011) points out “[s]econd language
learning has been primarily concerned with language instruction since its inception as an
academic field” (p. 12). Researchers continue to address and stress the necessity for cultural and
language instruction to occur together. This is because as Byram (1989) points out, cultural
studies is one of two categories of language teaching (the other being language use and
awareness). In addition, language embodies culture and is a part of culture by definition. Even
more important, research shows that “culture is seen to play an instrumental role in shaping
speakers’ communicative competence” (Savignon, 2005, p. 639).
In a recent study, university students and teachers were surveyed about the importance of
the five C’s – Communication, Cultures, Connections, Comparisons and Communities (National
Standards, 2006). While teacher perspectives on the importance of the standards have been noted
in the past, research on student perspectives has been lacking (Magnan, Murphy, Sahakyan and
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Kim, 2012). Magnan, et al. (2012) conducted a study to see whether or not university students’
goals for language learning match the standards. Prior studies (Bartz & Singer, 1996) showed
that principals and superintendents ranked cultures first, followed by communication. Teachers
ranked communication and cultures as equally important while students ranked culture as the
most important (Magnan et al. (2012, 172). Furthermore, students ranked cultural understanding
first with regards to the reason for having language requirements at the university level. In the
present study, Magnan et al. (2012) built upon these findings. Their data showed that students
enrolled in a beginning level university course of one of 30 languages, both Commonly Taught
Languages (CTLs) and Less Commonly Taught Languages (LCTLs), ranked cultures third
behind both communities and communication as their goals for language learning. This finding
aligns well with the National Standards. These findings are significant in that they show that
there is a need to use the standards at the postsecondary level. It also further demonstrates the
need to teach about the target culture(s) and the desire to learn about these cultures that exist in
the foreign language classroom. Furthermore, Garret-Rucks (2013) notes that “[t]he need to
understand culture and worldviews other than one’s own has critical personal, social, economic,
and cultural importance in our increasingly diverse, mobile, and globalized society” (p. 191).
Therefore, it is not just another discrete item on the teacher’s checklist to cover in the course of a
class or a semester, but rather an integral part of language learning.
Learning culture is not just learning facts either. It is learning how to negotiate different
cultures every day. As Hoyt (2016) notes “The development of intercultural competence (IC) has
come to the forefront in conceptualizing the teaching of languages, literatures, and cultures” (p.
75). She further points out that
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Teaching that is characterized by tenets of IC features learning experiences that go
beyond teacher or textbook dissemination of information about cultural practices and
products to address multiple cultural perspectives and elicit meaningful cultural
comparisons. (p. 75)
Therefore, students must be given the opportunity to go outside of the classroom and experience
the culture in person, garnering first person accounts of native speakers of the target language.
Not only is the integration of culture in the foreign language classroom important by
itself, but so is the incorporation of literature and other relevant texts. In fact, the Modern
Language Association (MLA) Ad Hoc Committee on Foreign Languages released a report
recommending retooling the foreign language curriculum to include language, culture and
literature together (Paesani & Allen, 2012, p. S55). Paesani and Allen (2012) also inquire into
the relationship between language, literature and culture. They provide the explanation that
literature is “one representation of culture among many text types” (S56). Henning (1993) also
notes that “Through literature students can develop a full range of linguistic and cognitive skills,
cultural knowledge and sensitivity” (p. 24).

Overview of the university introductory foreign language curriculum

As Kramsch (2014) points out there has been a persistent bifurcation of foreign language
instruction at the postsecondary level into “language programs and literature/cultural programs”
(p. 302). The language program usually lasts the first four semesters or two years of language
studies. The literature/cultural programs usually begin at the 300 or 3000 level of language
instruction, after all of the main grammatical and vocabulary units are covered.
The first two courses of language instruction and study at the university comprise the
introductory courses. These two courses are, in some cases, the first exposure students have to a
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foreign language and in other cases taken because the education system has inadequately
prepared students for university-level foreign language classes. The recommended pacing for
some textbooks is either the first 12 chapters, six per semester, or all 18 chapters of the textbook
being used (over a four semester period) (Blanco & Donley, 2012; Montemayor & de León,
2014).
One problem that is evident is the lack of connections that are being made to the people
and places in the Spanish-speaking world. In other words, culture is largely peripheral in the
instruction at these levels, usually being included at the end of the chapter and/or briefly within
the chapter as a simple snapshot. Either way it is too briefly discussed. Recently, textbook
publishers have created ancillary digital components which contain cultural material (Amores,
Suárez García & Morris, 2012; Blanco & Donley, 2012), but again this material is either brief or
not always used by instructors. The National Standards, which can be used in the postsecondary
levels of language instruction and study, are not adhered to as much as they are at the primary
and secondary levels. This is detrimental to foreign language learners as they are not given the
chance to connect what they are learning with why they are learning the language. Oftentimes
they are unable to make the connections between their own culture and that of the target
populations. In essence, students tend to walk away with little more than a limited base of
cultural knowledge. This has been the case for a long time in foreign language instruction.
Increasing the students’ base of cultural knowledge will in turn increase the students’
intercultural competency, and this is paramount at all levels of language instruction. Furstenberg
(2010) recognizes this and even explicitly points it out: “Our foreign language curriculum needs
to expand not just to include intercultural competence, but also to make it the main objective of
the language class” (p. 330).
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The study
The study that I ran examined the use of a cultural text as well as other activities – CanDo Statement Inventories and Cultural Backpacks - and interviews, both with me and with a
Latino. The study also examined students’ perceptions of and attitudes towards culture learning
in the foreign language classroom. Furthermore, it investigated students’ prior experiences in
learning culture in foreign language classrooms as well as what their wants and needs are as far
as cultural instruction is concerned at the introductory level.

The Purpose of the Study, Research Question and Overview of the Study

As stated above, the primary purpose of this study was to investigate whether or not
teaching culture in a university foreign language class through a cultural text and personal
experiences impacts attitudes and perceptions about the target culture(s) in this group of students
and, if so, in what manner. A secondary purpose was to discover students’ own past experiences
and current feelings towards learning about culture integrated in the foreign language classroom.
I chose to study the impact of teaching culture in foreign language classrooms using a culturally
based text and personal experiences for the following reasons: (a) Literature exists regarding the
need to teach culture in the foreign language classroom, but what is lacking is a clear analysis of
how such instruction impacts student perceptions and attitudes towards the target culture(s); and
(b) Teacher perspectives on language learning have been studied, but where the gap is relates to
students perspectives on language learning and their perspectives are just as important, and could
be more so, than teachers’ perspectives. The research question for the study was:
What are foreign language learners’ perspectives on learning culture through a cultural
text?
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This study tried to build upon the existing literature and add to it in this way.
In order to achieve the purpose of this study, I recruited students enrolled in an
introductory college-level Spanish class, specifically Spanish 101. These students included
minoritized female students from various social and economic backgrounds. These participants
included traditional and non-traditional. I recruited these students from a private 4-year college
by having the primary investigator ask my students to participate in the study. This study was
voluntary and did not have an impact on students’ grades. They had the choice to not participate
or opt out at any time for any reason without penalty.
Participants were given copies of excerpts from a cultural text, Gloria Anzaldúa’s
Borderlands/La Frontera – The New Mestiza. This text while predominately written in English,
also contains small portions, less than 10%, written in Spanish, the target language. These
sections were not explicitly assigned, but were optional. Therefore, students were exposed not
only to the target culture(s) but also to the target language.
The data were collected regarding students’ experiences with the target culture and in
target culture settings. Data were also collected about student learning and their beliefs about
how important it is to learn the target culture in addition to the target language. Data sources also
included attitude/perception assessments at the onset of the semester as well as at the end.

Significance of Research

Foreign language instruction has gone from focusing predominately on vocabulary and
grammar with little to no explicit discussion about the target cultures and peoples to the current
ACTFL standards which place cultures at the forefront of language instruction. Not only are

26

cultures of significant importance now, according to both teachers and students as noted above,
but so is the necessity of making connections between the target culture(s) and the students’ own
cultures. So it stands to reason that research must give an indication of the importance of
including culture in language instruction at all levels, especially at the introductory levels and
especially for the building of intercultural competence.
While there is plenty of research on language instruction, the study attempted to begin to
fill a gap in the literature where cultural instruction and experiences are concerned. That is to
say, the research that does exist on this topic is rather new and as of yet incomplete. This is
especially true of the research surrounding teaching culture through culturally based readings and
out of class experiences instead of just through textbook excerpts in the classroom setting.
Not only did the study attempt to affect the research on foreign language teaching, it also
could have an impact on practicing foreign language (FL) teachers. That is to say, it shall inform
practicing FL teachers of the rationale for and necessity of the inclusion of both objective and
subjective and both global and local culture in the foreign language classroom. The study also
demonstrates how culture can be integrated into introductory-level classes to benefit students’
intercultural competency (IC). Information gleaned from this study seeks to help practicing FL
teachers better prepare lessons for teaching their target languages which will simultaneously
fully incorporate culture, both inside and outside of the classroom. This is of utmost importance
as it will demonstrate that the different facets of foreign language instruction and learning should
not be isolated, but rather combined in order to maximize instructional time and student learning.
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Theoretical framework

There are two theoretical lenses through which I looked in my research on
the role of culture in foreign language learning. These range from theories that were
intended specifically with culture in mind – Intercultural Communicative Competency
framework – to theories that began in the legal field, but have been integrated into the education
field, amongst others – and Critical Race Theory. Each of these theoretical lenses
can be adjusted for use in understanding the need for cultural instruction in the foreign language
classroom.

Intercultural Communicative Competency
The first lens, or framework, that I used to inform my research is the Intercultural
Communicative Competency (ICC) framework. ICC is comprised of multiple theoretical
frameworks, including Bennett’s, Byram’s and Deardorff’s models. However, before delving
into the theoretical framework models, it is important to understand exactly what ICC is.
According to Deardorff (2006), ICC is “the ability to communicate effectively and appropriately
in intercultural situations based on one’s intercultural knowledge, skills, and attitudes” (pp. 247248). The biggest difference between ICC and intercultural competence “is that ICC requires
communication and readership building by using the TL” (Moeller & Faltin Osborn, 2014, p.
671). The key with ICC is the necessity of teaching culture in the foreign language classroom.
This is because language alone is not sufficient enough to build relationships. Rather,
intercultural competence is needed to form those relationships across cultures. Amongst the
limitations of ICC is the fact that when it is done in the classroom alone, there is only a limited
amount of time spent in the classroom. An additional problem is that teachers sometimes feel
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unable to teach culture in the classroom, instead hoping that this learning will take place
naturally (Moeller & Faltin Osborn, 2014).

Bennett’s Developmental Model of Intercultural Sensitivity
Bennett’s Developmental Model of Intercultural Sensitivity (DMIS) (Bennett, 1998) was
developed in 1986. It is the earliest of the models mentioned. This model is described in the
following way: “The underlying assumption of the model is that as one’s experience of cultural
difference becomes more complex and sophisticated, one’s potential competence in intercultural
relations increases” (Hammer, Bennett & Wiseman, 2003, p. 423, emphasis in original). This is
therefore a constructivist model, where “experience does not occur simply by being in the of
events when they occur. Rather, experience is a function of how one construes the events”
(Hammer et al., 2003, p. 423). It has also ben classified as developmental by Griffith et al
(2016), menaing that its intent is to track idividual development over time. There are six stages in
this model, which fall under two broad categories: ethnocentrism and ethnorelativism (Durocher
Jr, 2007; Guilherme, 2002; Spitzberg & Changnon, 2009). The idea is that as one becomes more
interculturally competent, he or she moves from thinking in an ethnocentric manner, that is
where their culture is dominant and at the center, to thinking in an ethnorelative manner, that is
where multiple realities are recognized. The three stages of ethnocentrism begin with denial
where the learner denies the existence of cultural differences, placing their own culture at the
center. Next, one moves to defense/reversal. In this stage, cultural differences are acknowledged,
but are seen as a threat to one’s own reality. The world is thus divided into “us” and “them”, with
“us” being seen as superior. At the same stage, there is, as Bennett posits, a reversal of this
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thought process where “they” are superior to “us”. Finally, there is minimization, where the
learner operates “with the notion that we are all the same” (Durocher Jr., 2007, p. 147).
After coming to the conclusion that one culture is not better than the others, the learner
moves out of the ethnocentric stages and into the ethnorelative stages, the first of which is
acceptance. It is during this stage that the learner begins to realize that his or her assumptions
about and perceptions of reality are not shared by other cultures, but he or she is no longer afraid
of this and accepts these differences. Adaptation is the second ethnorelative stage. It is here that
the learner, who is comfortable with the cultural differences between his or her native culture and
the target culture(s), “becomes capable of modifying behavior to the norms of the target culture”
(Durocher Jr, 2007, p. 148). Finally, the learner passes through to the last stage, that of
integration. It is during this stage, where the learner becomes integrated into the target culture
and the lines between the target and native cultures become more blurred as the recognition of
multiple realities manifests itself. Figure 1 shows the model.
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Figure 1 Bennett’s Developemental Model of Intercultural Sensitivity
This model is important to my research as it provides a foundation for demonstrating the
importance of teaching culture with the ultimate purpose, down the road, of creating in my
students intercultural competence. It also provides a roadmap for where the cultural competence
should be at various stages. However, there is at least one major limitation to this model in that it
does not clarify or specify how long each stage lasts or how long the entire process takes.
Perhaps this is because each learner is different and will take a different amount of time to pass
through each stage. Another limitation, from the standpoint of my research interests, is that this
speaks only to what transitions are typical and in what order they occur, but without being
specific about what type of cultural context would be best used at each stage to help the process
along. However, Durocher, Jr. (2007) points out that Bennett suggests
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that the stages of the Developmental Model of Intercultural Sesitivity be sequentially
addressed in language classes…that denial and defense issues be targeted in elementarylevel language classes, that minimization issues be tackled in second-year classes, and
that acceptance and adpatation be integrated into the advanced-level foreign language
curriculum. (149)
This speaks directly to my goals as an instructor of introductory Spanish classes, in that a good
benchmark for these elementary students is introducing them to other cultures and beginning to
break down the enthorelative tendencies that might exist within the learners.

Byram’s Model of Intercultural Competence
In 1997, Byram “developed one of the first comprehensive models of ICC, the goal of
which is the creation and maintaining of relationships” (Moeller & Faltin Osborn, 2014, 672). In
Byram’s model, linguistic comptence, sociolinguistic competence and discourse competence are
all linked to intercultural competence. This model has been classified as co-orientational
meaning it focuses on the components and process of seuccessfu intercultural interactions
(Griffiths et al, 2016). The key in this model, however, is the three factors that constitute
intercultural competence: knowledge, attitudes, and skills (Spitzberg & Changnon, 2009;
Moeller & Faltin Osborn, 2014). There are two types of skills – relating and discovery
interaction, the latter referring to application of knowledge in real time. There are also two types
of knowledge – knowledge about social groups in one’s own country and those in other
countries. The attitudes refer to curiosity and openness, the ability to suspend belief regarding
one’s own and other cultures (Spitzberg & Changnon, 2009; Moeller & Faltin Osborn, 2014).
Spitzberg and Changnon (2009) further comment that this model helps define the difference
between biculturalism and interculturalism. The former is where there is experience and
competence in two cultures, but where the learner’s identity is still conflicted. The latter refers to
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the learner as a mediator between cultures with a flexible identity able to bounce between the
cultures.
As is the case with Bennett’s model, this model reinforces the importance of including
cultural education in the foreign language classroom. Byram’s model is more specific than
Bennett’s model in what is to be expected out of intercultural competence. One of the limitations
with this model is that it appears to be geared for more advanced classes than introductory
language classes. Figure 2 shows the model.
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Savoir apprendre
Discover
Interact

Figure 2 Byram’s Model of Intercultural Competence
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Deardorff’s Pyramid Model of Intercultural Competence
The third model in ICC that I will use is Deardorff’s Pyramid Model of Intercultural
Competence which was developed in 2006. It is classified as a compositional/causal model
(Griffiths et al, 2016) which means that it is used to describe the characteristics of intercultural
competency and integrate those characteristics and situate them in an interaction. This
hierarchical model shows the stages of growth in intercultural competence. The bottom level of
the pyramid is the requisite attitudes for intercultural competence. Acquisition of these attitudes
is the first and most fundamental step in the process. These attitudes are respect and openness as
well as curiosity and discovery (Moeller & Faltin Osborn, 2014; Spitzberg & Changnon, 2009).
Once these attitudes are acquired, a difficult task in itself, learners move up the pyramid to
knowledge and comprehension as well as to the acquisition of requisite skills for developing
intercultural competence. The knowledge and comprehension that are needed are a cultural selfawareness, a deep understanding of culture, culturally specific information and sociolinguistic
awareness. The skills that are needed to move to the next level of the pyramid are the ability to
listen to and observe others and interpret, analyze, evaluate and relate to other cultures (Spitzberg
& Chagnon, 2009). The final two stages, or levels, in Deardorff’s pyramid are internal and
external outcomes. First, internal outcomes are adaptability, flexibility, empathy and the
development of an ethnorelative view (as in Bennett’s model above). Once these outcomes are
achieved, then learners must achieve the external outcome which is behaving and
communicating effectively and appropriately within the target culture.
As with the other models, this model lays out the process for becoming interculturally
competent. The difficulty that lies with understanding this model and achieving each step in the
process is that, as Deardorff (2006) explains, the model is actually cyclical and as such it
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“depicts the complexity of acquiring intercultural competence in outlining more of the movement
and process orientation that occurs between the various elements” (p. 257). The strength of this
model lay in its cyclical nature and that each part of the process interacts with the other parts in
different ways and continuously to help the learner become more culturally competent. This
cyclical nature also demonstrates that the process of acquiring intercultural competence is one
that is not finite, but rather ongoing.
Similar to Bennett’s model, the main limitation to this model is the lack of specificity as
to how long each stage lasts and what exactly constitutes successful “completion” of each stage.
Perhaps this could also be a strength as it allows for interpretation by each instructor as well as
room for each learner to grow at their own pace. Figure 3 shows this model.
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Desired external outcome:
To interact with others in a different
cultural environment both through
words and actions

Desired internal outcome:
Informed frame of reference/filter shift:
to show adaptability to other cultures;
to show communicative flexibility
to have an ethnorelative view;
to show empathy

Knowledge and
comprehension:
of culture in general;
of one’s own culture(s)
of other cultures

Skills:
to listen to and observe people from
other cultures and other cultural
practices;
to begin to analyze other cultures
and cultural practices and relate to
them

Requisite Attitudes:
Respect for other cultures
Openness to learning about other cultures
Curiosity and discovery or tolerance of other cultures

Figure 3 Deardorff’s Pyramid Model of Intercultural Competence
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Critical Race Theory
Begun as a movement in the field of law in the late 1970s and not being formally named
until the late 1980s, Critical Race Theory (CRT) has more recently been used as a theoretical
framework in other fields, such as education (Delgado & Stefancic, 2001, 2012; Solorzano &
Yosso, 2001). The CRT movement has “activists and scholars interested in studying and
transforming the relation among race, racism and power” (Delgado & Stefancic, 2001, p. 2). One
of the key tenets of CRT is giving voice to people of color, in oposition to that of the dominant
group, through counter-storytelling, that is telling the story from a non-dominant perspective
(Delgado & Stefancic, 2001, 2012; Dixson & Rousseau, 2006; Howard & Navarro, 2016;
Ladosn-Billings, 1998; Ledesma & Claderón, 2015; Zamudio, Russell, Rios & Bridgeman,
2011). CRT was built upon “the premise that race and racism are endemic, permanent”
(Solorzano & Yosso, 2001, p. 472) and how to eliminate it. As Yosso (2005) points out, one of
the overarching questions is “whose knowledge counts and whose knowledge is discounted” (p.
69). CRT originally started using a “Black/White binary” (Yosso, 2005, p. 72), but there have
since been challenges to this and the term “people of color” is now used in reference to people of
non – Euro-centric backgrounds. The point here is that non-white races are subordinate, in many
circumstances, to the white race. What CRT does is try to reverse this pattern by giving voice to
all people of color. It also strives to show that there is a need to value the knowledge of people of
color (Dixson & Rousseau, 2006). It is important to note the key assumptions of CRT to better
understand the value of CRT in education: race matters, history matters, voice matters,
interpretation matters and praxis matters (Zamudio et al., 2011).
Challenges to CRT include the necessity of storytelling to be substantial and that racism
is often seen as permanent and therefore racial equality is not a realistic goal (Dixson &
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Rousseau, 2006). However, giving a voice to other races and allowing for counter storytelling
arguably makes the proposition of racial equality a possibility. Realization of racism and racial
opproession is the first step in the process and one helped by CRT. The point here is that, as
Dixson and Rousseau (2006) mention, that which is presented as multicultural education “has
generally been a superficial ‘celebration of difference’ through ‘food and festivals’ activities
rather than an examination of how ‘difference’ serves to disadvantage some and advantage
others” (p. 41). Therefore, one of the goals of CRT is to attempt to turn the tables and shift
thinking in the classroom from the ‘celebration of difference’ to more about the impact of
‘difference’ in society and how to remedy racism.
Bilingualism is also receiving treatment from CRT. That is to say, that attacking
bilingualism and immigration is no longer seen as simply that, but rather as a racial and cultural
attack on, for example, Latinos. The only way to combat that is to openly discuss it and, as noted
above, give a voice to Latino/as.
CRT allowed the students participating in the research to see that the racism and racial
struggles in the United States in general and in this state in particular go beyond just the
Black/White binary to include other people of color, in this case extending to Latinos/as. The
research also allowed the students to have a voice and tell their stories and relate their
experiences to those of the Latino population as well as use counterstorytelling to oppose the
dominant story that is being told everyday around them. In addition, the research allowed the
Latinos/as to tell their story as well. One of the main themes of CRT, which was addressed in
this study, is that as it gives voice to people of color, it works to eliminate racial oppression. To
be sure, Zamudio et al. (2011) point out that “CRT has a tradition of interrogating or questioning
the ideologies, narratives, institutions, and structures of society through a critcal conceptual lens”
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(p. 11). This means that through CRT, researchers and scholars are able to use a different lens, a
more critical one, to assess the true value of the narratives of a given society and what is missing
from those narratives and how those gaps can be filled in.

Subsequent Chapters

In the two subsequent chapters in this document I will put forth a literature review and a
discussion of the methodology to be used. In the literature review, the literature that exists will
be reviewed and certain studies in particular will be discussed. First, the impact of existing
studies will be examined. Then, the call for future research and hence the gaps, will be discussed.
In the methodology section, I will explain the choice of using a mixed-methods study as well as
the selection of participants and a detailed description of how the study will be carried out.

Summary

The question of how to integrate, teach and learn the target cultures in a foreign language
classroom has yet to be satisfactorily answered. Until recently, the value of teaching culture in
the foreign language classroom has been underestimated and overlooked. The ACTFL Standards
and National Standards have called for the critical need to include culture as a part of language
instruction at all levels. This is important as in the United States there has been a serious lack of
emphasis on the importance of learning a foreign language. Part of the problem has been the lack
of emphasis given to fully integrating culture into foreign language instruction. Historically,
culture has been little more than a throw-in activity. However, recently studies have begun to
show that teachers and students alike recognize the importance of integrating culture into the
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foreign language classroom. In order to fill a gap in the literature pertaining to culture and
language instruction at the lower levels of language instruction, the proposed study will examine
the impact of teaching language and culture through more than just the excerpts in a textbook,
but rather a cultural text and community learning experiences.
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CHAPTER TWO
LITERATURE REVIEW

The Foreign Language classroom is constantly changing as researchers and instructors
work to investigate and determine pedagogical approaches that work best for student learning.
The question is not so much what to teach, as this has been debated and defined very clearly
recently (National Standards, 2006), but more importantly how to teach to ensure that students
are getting the full benefit of their foreign language education. One way to teach languages is
integrating culture on a more authentic level than that presented in textbooks, which, as noted
above, is more on the touristic level. In addition, it allows students to create connections between
their culture and the target cultures. This, in turn, serves as an indicator of how culture and
cultural readings can be an invaluable tool to use to help them learn language in general while
making those key connections with the world around them. The following literature review helps
to provide a background for the proposed study as well as show why it is necessary. It also
informs the research question which forms the basis for this study:

What are foreign language learners’ perspectives on cultural instruction through a
cultural text and personal experiences in the Latino community?

The research for this literature review was done predominately using the following
databases: Academic Search Complete, EBSCO, ERIC, Google Scholar, MLA International
Bibliography, ProQuest and PsychInfo. In these search engines, I used the key words and phrases
authentic texts, global competence, intercultural competence, teaching foreign language using
authentic texts, teaching culture in the foreign language classroom and teaching culture at the
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university level and teaching Spanish in the U.S. In addition, I referred back to articles that I had
used for my comprehensive exams and used both the articles themselves and articles that were
referenced therein.
This chapter is divided into several sections. The first section will discuss the teaching of
Spanish in the United States. The second section will discuss literature surrounding the National
Standards. It will establish what they are and why they are important, particularly as a focus of
this study. The third section will focus on one of the components of the National Standards
which is central to the proposed study, culture. The term “culture” will be defined both in general
and for the purposes of the study. Finally, the last section will focus on the literature gap. This
will take into account the gaps in what research has been done regarding teaching culture and in
the foreign language classroom.

The Teaching of Spanish in the United States

Spanish has been taught privately in the United States since as early as 1735 (Leavitt,
1961). The first serious teaching of Spanish began in 1816 at Harvard College (Leavitt, 1961;
Heining-Boynton, 2014). However, in the 19th century, the interest in Spanish became more
sporadic as did growth in programs. It was also during the 1800s that interest rose in learning
about Latin American writers and their writings (Leavitt, 1961). The prevailing instructional
methodology of the time was grammar-translation, whereby students would directly translate the
literature they read (Heining-Boynton, 2014). It was not until Maximilian Berlitz moved from
Germany to the US to teach foreign languages that a new methodology was introduced, the
Berlitz, or direct, method. This method had instruction provided completely in the target
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language with instructors pointing to objects and having the students repeat the words (HeiningBoynton, 2014).
At the end of the 19th century, a boom in interest of Spanish began which lasted until
around 1927. The decline in Spanish enrollments that followed hit lows in the 1930s (HeiningBoynton, 2014). Between 1900 and 1950, the methods used to teach Spanish at the middle and
high school levels were identical to those at the college level. These methods included reading
and grammar translation (Heining-Boynton, 2014). As Heining-Boynton (2014) also points out,
after World War II, foreign language enrollments increased. This period also saw the birth of a
new instructional method, the audiolingual method, which was a performance or speaking based
approach. From post WWII to the 1980s Latin American culture became a popular topic of
discussion and study. With the rise in popularity of all things Latin American, the question
became which Spanish to teach, Latin American or Peninsular (Heining-Boynton, 2014).
In the early 1970s, the “most important movement in language teaching...is the one which
is most frequently called ‘communicative’ teaching or the communicative approach” (Terrell,
1986, p. 193). This approach, according to Terrell, means spending the majority of class time on
grammar and the last few minutes on communicative activities. Even more recently, beginning in
the 1970s and 1980s, there has been a preoccupation with proficiency, specifically oral
proficiency (Terrell, 1986). Notice how the majority of instruction noted above centered around
the language and literature, but not explicitly on culture, especially in elementary and secondary
schools and at the beginning and intermediate levels at the postsecondary level. This again shows
the longstanding bifurcation of postsecondary language programs into language courses in the
lower levels and culture and literature courses in the upper levels. In addition, high school
maintained its position as the starting point for most Spanish instruction. Meanwhile, at the
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college and university level, courses were being taught not in the target language, but rather in
English and, compounding the issue, there was little to no emphasis on speaking (HeiningBoynton, 2014).
The 1980s saw an increase in demand for those who knew a language like Spanish in the
workforce. It was also during this period of time that there was movement away from the
grammar translation and audiolingual methods and toward proficiency. The American Council of
Teachers of Foreign Languages (ACTFL) led this charge toward proficiency with the publication
of their Proficiency Guidelines in 1982. This would pave the way for the National Standards for
Foreign Language Learning which came out in 1996 and are still used today. In elementary
schools, programs such as Foreign Language in Elementary Schools (FLES) and Foreign
Language Exploratory (FLEX) were growing in popularity in the 1980s. The problem, which
impacted middle schools and high schools, was that these programs often met only once a week
for one class period. This is hardly enough exposure to form any solid foundation in the
language. Again, this relegated the foundation building to the middle and high schools. During
this same time period, high schools in particular saw a change in assessment from discrete point,
fill in the blank for example, to more formative and summative assessment. At the college level a
drop in enrollment in Spanish classes was realized in the 1980s, but that turned around and
enrollment began to increase in the 1990s. In addition, the 1990s saw the addition of Spanish for
Specific Purposes courses added to help students prepare for the professional world. The
problem was that many students still lacked the foundation of the language to be able to achieve
success in these courses. (Heining-Boynton, 2014).
Heining-Boynton (2014) also comments on the future of Spanish in the classroom. She
notes that Spanish will remain an important language due to “the proximity of Latin America as
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well as economic trade with the Spanish-speaking world” (p. 150). Indeed, Spanish is on the US
Government’s critical needs list. Another trend that is important with regards to Spanish is the
continued and increased use of technology in the classroom. One of the pitfalls to the use of
technology is employing it so much that it becomes a crutch, while not continually assessing the
level of production and amount of learning that is going on with the use of said technology.
The 21st century foreign language curriculum has seen a movement away from separation
of language and literature and culture instruction and learning towards the connection of all three
at all levels of instruction. The Modern Language Association (MLA) Ad Hoc Committee on
Foreign Languages issued a report acknowledging the need for and pushing for language, culture
and literature to no longer be taught separately at different levels of instruction, but rather to be
taught together as a whole beginning at the lower levels (Barette, Paesani & Vinall, 2010; Willis
Allen, 2011). Instructors are now taking notice of the importance of including literary texts in the
language learning classroom, to include even the introductory level classes that were previously
earmarked for language instruction with a sprinkling of cultural instruction in the curriculum.
Recently, there has been a pedagogical shift within the foreign language classroom where
literary texts, for example short stories and poetry, are being integrated, particularly at the
beginning level, from a process-oriented approach to a literacy-based approach. That is to say
that where the focus was initially on comprehension of the text, now the focus is turning to “the
text itself the sociocultural contexts that influence meaning, the form-meaning connections that
contribute to interpreting textual messages, and the learner’s interaction with the text to engage
in meaning-making” (Paesani, 2011). Thus, the shift has been made from comprehension of the
text to investigating the deeper meanings rooted in the text. At the same time, students are
learning pertinent vocabulary and grammar concepts through the text. Some of the common
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elements of literacy-based instruction are “interpretation, collaboration, conventions, cultural
knowledge, problem solving, reflection and self-reflection” (Willis Allen, 2001, p. 88, emphasis
in original), with language, conventions and cultural knowledge being the core elements. The
implementation of a literacy-based approach can be hampered by pedagogy, course content, and
department buy-in (Paesani, 2011). However, Barrette et. al. (2011) point out that “The use of
literary texts to develop language proficiency, content knowledge, and analytical skills
throughout the undergraduate program is one strategy for implementing this curricular approach”
(p. 217). Therefore, this approach can be and has been successfully implemented with positive
student outcomes.

Culture in secondary school textbooks
It is important to note the importance of textbooks inn foreign language classrooms. As
Davcheva and Sercu (2005) noted “More than anything else, textbooks continue to constitute the
guiding principle of many foreign language courses throughout the world. Certainly at the
beginners’ level textbooks provide guidance with respect to grammatical and lexical
progression” (p. 90). The question remains as to where culture is in the textbooks and what role
textbooks play in guiding cultural knowledge. Ramirez and Hall (1990) conducted a pivotal
study addressing the concern with and breadth of culture presented in secondary level Spanish
textbooks. This is important because secondary education paves the way and sets the foundation
for postsecondary language learning. What they found was that there was greater focus on
Mexico and Spain in the analyzed textbooks than on any part of Latin America. In addition, at
the time, the “most frequently used visual modality to represent a Spanish-speaking country or
group” (Ramirez & Hall, 1990, p. 50) was photographs. The problem with these photographs is
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that they represented only a snapshot of the target culture, and all photographs depicted a pop
culture artifact. In other words, they were not fully representative of the target culture. There
were several important cultural omissions from the analyzed textbooks. For example, “the
majority of Spanish-speaking countries are underrepresented”, “no text contains significant
representation of the Spanish-speaking groups living in the United States”, references to
“poverty, malnutrition, and political strife are omitted” and “Everyday cultural events such as
dating, weddings, funerals and ways of earning a living are remarkably absent” (Ramirez & Hall,
1990, p. 63). This is troubling, but some, although not all, of these trends have been addressed in
more recent textbooks. In reference to culture in foreign language textbooks and classes, Storme
and Derakhshani (2002) recognize that the “teaching of culture has become less peripheral both
within the profession and within our classrooms; we have moved away from culture “notes” and
towards culture as a process” (p. 657). This movement is becoming increasingly important. The
major problem in language teaching in the United States continues to be the challenge of
integrating culture. Durocher (2007), refers to Omaggio Hadley’s three reasons for this
challenge: “(1) teachers do not feel they have time to teach culture in an already overcrowded
curriculum, (2) teachers fear they do not know enough about culture, and (3) teachers neglect the
teaching of culture because it involves dealing with student attitudes” (p. 145). Educators and
textbook publishers are still seeking new and exciting ways to bolster the cultural elements
already included in textbooks, focusing on digital media to do so.

The National Standards

In 1996, the National Standards in Foreign Language were first introduced as a result of

47

the National Standards in Foreign Language Education Project by ACTFL. The project was
meant to study and provide guidelines on “what foreign language education should prepare
students to do” (Standards, 1996, 13). The standards are centered around five concepts –
communication, cultures, connections, comparisons and communities. The standards were
originally meant for grades K-12 (Wood, 1999), but could also be used for all programs K-16
(Magnan et al., 2012). The impact of implementing the standards has been great at the K-12
level, but it has been less at the postsecondary level (Magnan, 2008). As Troyan (2012) points
out it may be a question of redesigning the National Standards to be appropriate for the
university level as well as K-12, or maybe a university-level curriculum based on the National
Standards needs to be designed.
There still remains the question regarding which of the five concepts are the most
important and why. Before the Standards came out, Roberts (1992) conducted a study to
determine incoming freshmen attitudes towards foreign language learning. The findings showed
that culture was the top argument made by students for studying foreign languages. To
underscore this one student who participated in the study wrote that “‘Learning to fluently speak
a FL should not be the goal of FL study. Rather, understanding basic cultural and ethnic
differences should be the prime goal’” (Roberts, 1992, pp. 277-278). Price and Gasciogne (2006)
also conducted a study to determine what students believed was the most important reason for
taking a foreign language at the college level. It is important to note the fact that many students
believed that having a strong foreign language program was very important at the college level.
Three decades earlier, in 1973, two independent studies indicated university students’ desire to
get rid of the foreign language requirement all together (Price and Gasciogne, 2006). This further
underscores the importance of the standards as setting the course for all foreign language
instruction. The Price and Gascoigne study did indicate that amongst the reasons for taking a
foreign language, the need to have cultural understanding ranked first. In this instance,
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Communication ranked fourth overall.
Research has been done on administrator and teacher perspectives, which tend to show
that the culture standards are at the top of the list with communication being second most
important (Bartz & Singer, 1996). Therefore, there is some consistency amongst teachers and
students as to the importance of communication and culture in the foreign language classroom.
These findings help bolster my argument that there needs to be further research on cultural
instruction in the foreign language classroom, especially at the introductory level, and the
development of intercultural competence.
Today, the National Standards have been renamed the World-Readiness Standards for
Learning Languages (World-Readiness Standards, 2015). In this most recent update, the five
goal areas are still intact, but the standards are no longer numbered. Instead they are placed
within the goal standards that they best fit. There are three standards for culture which have been
placed into two of the goal areas. First, within the goal area of cultures there are two standards,
relating cultural practices to perspectives and relating cultural products to perspectives. This
study will help address the first of these two standards by focusing on the perspectives of the
participants on the practices they observe within the Latino community. Second, under the
comparisons goal, is the cultural comparison standard. This standard will be met in this study by
having participants make comparisons between their native cultures and those of the Latinos they
meet.
The integration of culture in the foreign language curriculum

As noted above, culture is a key component for teachers and students alike in the teaching
and learning of foreign languages in the university classroom. The idea that culture should be an
essential component of foreign language proficiency is not new (Durocher, 2007). As for when
and where it should be fully introduced in the curriculum, Shultz (2007) notes that “Numerous
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scholars have argued forcefully for the integration of cultural knowledge and intercultural
competence into the foreign language curriculum right from the beginning…and numerous
approaches for integrating culture in language teaching have been proposed” (p. 10). GarrettRucks (2013b) underscored the importance of including culture in the foreign language
curriculum, in referencing that “the 2007 report by the MLA Ad Hoc Committee on Foreign
Languages emphasized the need to train FL learners to reflect on the world through the lens of
another language and culture” (p. 14). The questions that need to be answered, then, and were to
an extent in the last chapter are what is meant by “culture” and furthermore, where has it stood in
importance in the foreign language classroom?

Defining culture
Culture is a very difficult concept to define. As Nieto (2010) notes, it “is complex and
intricate” (p. 78). There is not one acceptable definition of culture. Furthermore, “there is no
agreement on how culture can or should be defined operationally in the context of foreign
language learning in terms of concrete instructional objectives” (Schulz, 2007, p. 9). Indeed, “It
is…culture that has been so misunderstood and so inadequately presented in our classrooms”
(Brooks, 1986, p. 128). This still rings as true today as when it was written. This is because what
usually comes to mind is food, famous figures and festivals, because that is what is taught in
many textbooks. This is too simplified a definition of culture. One of the most well-known
definitions of culture is Goodenough’s (1957). He writes that
a society’s culture consists of whatever it is one has to know or believe in order to
operate in a manner acceptable to its members, and to do so in any role that they accept
for any one of themselves (p. 167).
Nieto (2000) captures the dynamics of culture in her definition as well:
the ever-changing values, traditions, social and political relationships, and worldview
created, shared, and transformed by a group of people bound together by a combination
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of factors that can include a common history, geographic location, language, social class
and religion. (p. 139).
More recently, culture has been defined very succinctly as “the set of values and beliefs that
inform, guide, and motivate people’s behavior” (Castells, 2009, p. 36). What is important to note
from all three of the above definitions is that culture exists only in human beings and that it
changes as each new generation touches it and transforms it (Nieto, 2010). As Dervin (2010)
says, the “human experience is fluid and open-ended” (p. 157). Culture must be fluid as well.
Therefore, it is clear that culture is not inherent in people but rather learned and changed to adapt
to the times. Anthropologically culture refers to “the way people live” (Cakir, 2006). The
distinction can also be made between big “C” Culture (objective) and little “c” culture
(subjective) where the former refers to a civilization and the latter refers to everyday lives
(Byram & Feng, 2005; Durocher, 2007). As Durocher (2007) points out, objective culture is
usually taught in foreign language classrooms whereas subjective culture is not. Lee and
VanPatten (2003) define culture as communication and as people, customs and artifacts. As
defined by the National Standards, culture refers to perspectives, practices and products (Byrd et.
al., 2011; Byrnes, 2003), where perspectives are meanings, attitudes, values and ideas, practices
are patterns of social interactions or behaviors and products are what is created both tangible and
intangible by a society, such as books, food and laws (Byrd et al., 2011; Byrnes, 2003; Cortazzi
& Jin, 1999; Kramsch, 1996). It would seem as though products have been the focus of cultural
instruction, whereas perspectives and practices have been largely overlooked. Damen (1987)
gives six characteristics of culture as noted by Thu (2010).
1. Culture is learned.
2. Culture and cultural patterns change.
3. Culture is a universal fact of human life.
4. Culture provides sets of unique and interrelated, selected blueprints for living and
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accompanying sets of values and beliefs to support these blueprints.
5. Language and culture are closely related and interactive.
6. Culture functions as a filtering device between its bearers and the great range of stimuli
presented by the environment (p. 6)
While all of these characteristics are important, what must be underscored here is that, as has
been noted before, one is not born with culture, culture is dynamic and changes with an
individual’s social environment and that language and culture are a part of each other and need to
be taught and learned simultaneously (Hager, 2011). The relationship between perspectives,
practices and products exists as one in which all three are interconnected. Therefore, one cannot
talk about one of these aspects without talking about the other two. It is readily apparent that no
matter how it is defined, culture is a very complex concept. The ultimate goal of cultural
instruction is cultural awareness and competency. That is to say that, as Kramsch (2003)
explains, “our purpose in teaching culture through language is not to make our students into little
French or little Germans, but in making them understand why the speakers of two different
languages act and react the way they do” (p. 32). Cultural awareness means “to become aware of
members of another cultural group including their behavior, their expectations, their perspectives
and values” (Thu, 2010, p. 7). Not only that, but it also includes being able to understand one’s
own culture in the same way. It is also important to understand that cultural learning is not static,
but dynamic and ongoing (Durocher, 2007).

Interculturalism, Interculturality and the intercultural experience
The next step in deciphering what is meant by “culture” and the importance of learning
culture in the foreign language classroom is looking at interculturalism, interculturality and the
intercultural experience. First, being intercultural means being between cultures (Alred, Byram
& Fleming, 2003). In other words, when one is intercultural they have a heightened awareness of
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their own groups and social identities and of the interaction between “own” and “other” (Alred,
Byram & Fleming, 2003). As Hager (2011) notes, interculturalism entails finding and
establishing a third place between one’s native culture and the target culture. He continues noting
that this means that there is a “conscious capacity to “mediate” between two or more cultures, to
observe similarities and conflicts, to generate a relationship between oneself and others, and to
accept the role of mediator” (p. 113). In learning a foreign language and culture, this is one of the
goals for students. First, they must recognize and understand their own culture(s) and then they
must understand other culture(s) and the similarities and differences between the two sets of
cultures. As Bordella (2003) points out, there are several characteristics of being intercultural.
One must:
1. reconstruct others’ frame of reference and see through their eyes in order to
overcome our ethnocentric tendencies.
2. enhance self-awareness as cultural beings.
3. be able to accept others’ beliefs and values.
4. Have involvement and engage in reflection.
5. Be aware of disquieting tension in the intercultural experience.
Interculturality, therefore, is not to be taken lightly or dismissed out of hand. In fact,
it needs to be embraced and welcomed into the classroom. Why is this the case? As LópezRocha (2016) notes, “Globalization and migratory movements have highlighted the need to
integrate interculturality in the language curriculum” (p. 107).
This brings us to the intercultural experience itself. In general, intercultural experiences
tend to broaden and deepen the mind (Alred, Byram & Fleming, 2003). This is not only in
reference to other cultures, but perhaps just as important to one’s own culture(s) as well. One
needs to understand one’s own culture(s) in order to understand other cultures and vice versa.
Bordella (2003) cautions that this experience is not necessarily a pleasant one because it involves
a questioning of one’s beliefs and values to the point of feeling insecure and uncertain. The
intercultural experience is a necessary one. In other words, it is “essential for an enhancement of
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self-awareness and cultural beings; it helps us to understand how we are shaped by our culture
and what the role of education is in this process” (Bordella, 2003, p. 227). It must be noted, that
this experience needs to include “authentic representations of culture as opposed to superficial
elements” (López-Rocha, 2016, p. 107). Therefore the focus needs to be on the subjective and
not just the objective side of culture.

The importance of including culture

The above discussion gives an understanding the importance of learning other cultures
and therefore for the importance of including culture in the foreign languageclassroom in a more
central role. However, understanding the importance of culture in the foreign language classroom
is not easy. What makes culture such an integral and necessary component of language learning?
Put succinctly, language and culture are interconnected, interwoven, intertwined and inseparable
(Otwinowska-Kasztelanic, 2011; Schulz, 2007; Tang, 1999). Byram (1989) observes that
“language…embodies the values and meanings of a culture, refers to cultural artefacts and
signals people’s cultural identity” (p. 41). Also, Brown (2007) points to the interrelatedness of
the two concepts:
Language is a part of a culture, and culture is a part of the language; the two are
intricately interwoven so that one cannot separate the two without losing the significance
of either language or culture. The acquisition of a second language…is also the
acquisition of a second culture” (pp. 189-190).
Even the Sapir-Worf Hypothesis, in its weak form, posits that there is a relationship between
language and culture. The strong version points the arrow from language to culture (Damen,
1987). Clearly, there is no way to separate language and culture. In fact, Tang (1999) says that
they are one and the same. In fact, “Learning a second/foreign language entails the learner’s
contact with another culture which may evoke doubts and uncertainty about both the first and
second language cultures” (Piasecka, 2011, pp. 24-5). Therefore, foreign language educators

54

must teach culture when they are teaching language. This will help learners work through these
doubts towards a greater understanding of both cultures. The problem is then why culture had not
been taught in more than a peripheral manner in language classes much until the standards came
out.

The challenges of integrating culture in the FL curriculum
The full integration of culture, as more than just a peripheral element, into the foreign or
modern language curriculum in the United States is a tricky proposition. That is to say, it is no
simple task. Kearney (2015) notes ten challenges facing this integration:
1. integration of language and culture;
2. defining culture;
3. undoing the treatment of culture in reductionist ways;
4. getting beyond cultural facts to a point of acknowledging the complexity and
contradiction of cultural knowledge;
5. moving away from culture as procedural knowledge and imagining more dynamic
roles for learners as language users;
6. specifying interpretive processes involved in intercultural learning;
7. connecting/distinguishing the personal and individual from the cultural and shared;
8. overcoming surface comparison;
9. theorizing and implementing broader meaning-making approaches in language
education;
10. more deeply engaging subjectivities in culture-in-ML education

The first challenge is one that should not be that difficult as language and culture are linked, or
one and the same. Even Kearney (2015) points out that any separation of language and culture is
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artificial, that is man-made. However, the challenge here is the understanding of how to
explicitly integrate culture into language instruction. The second challenge is a difficult one as it
has already been noted that there is no one agreed upon definition of culture. This is because
culture is fluid and dynamic, ever-changing, not static and easily captured. Third, the instructor
must figure out a way to reverse the pattern of teaching culture as a peripheral element and set a
new course of teaching culture in a way that it is fully integrated with language instruction.
Fourth, there is the need to move beyond culture as a set of facts to be learned and move towards
the idea that learning culture is a process. The fifth and sixth challenges refer to the idea that the
role of the student as culture learner needs to be moved from passive status, just following a set
procedure or guidelines, to a more active and dynamic status whereby the student is active in
interpreting the culture being learned. The seventh challenge points to a movement away from
the thought that culture is strictly personal and towards the understanding that culture is socially
shared. It is important to note the individual elements of culture that exist, but more important is
making the connections between the native and target cultures. As Dervin & Gross (2016) point
out, there is a need not to overemphasize differences, but also address commonalities, which are
often overlooked. The next challenge is to teach culture in a deeper manner than has been
previously done. Too often, the comparisons made have been too basic and not expansive
enough. This challenge takes teachers beyond the objective to the subjective elements of culture,
something not easily taught in the confines of a classroom. The final two challenges refer to first,
converting part of the time spent on cultural instruction to meaning-making opportunities and
second, talking about the subjective aspects of culture and not just the objective (factual) aspects.
With regards to language and culture fitting together as one, as some of the challenges
allude to, Kearney (2015) wrote the following:
One of the most pronounced characteristics of culture pedagogy in ML education in the
United States has been that although language and culture are consistently claimed to be
inextricably linked, in the curriculum, pedagogical practice and even some theoretical
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models of culture learning, the two remain starkly separated and compartmentalized in
ways that avoid articulating how precisely language and culture function together. (p. 20)
In essence, what is being said here is that although language and culture are oftentimes seen as
being one and the same, they are not taught as such, instead, as noted previously, they are taught
separately and culture is placed on the periphery. The challenge then is to reintegrate them at all
levels of instruction.

History of cultural instruction

As noted in the previous chapter, culture was not a significant part of language teaching
for a long time. In the 19th century, the focus was on grammar and translation. During this time
the “culture” taught was the required literature. At the turn of the 20th century, the pedagogical
method switched to the Direct Method. This method focused on language production,
specifically speaking. Culture during this time was solely based on pictures presented in the
textbooks which were often unrelated to what was being taught and not truly indicative of the
cultural realities. In the 1950s, culture was largely absent and frowned upon by teachers. Later
that decade and the following decade, the Audio-lingual Method came to the forefront, a method
which emphasized preparation of students to enter the target culture. Therefore, culture became a
piece of the puzzle. However, even though culture was taught, it was largely a series of
memorized facts, hardly what it is deemed to be today. Even so, this period changed the tide and
feelings toward the teaching of culture experienced a shift from negative to positive. The 1970s
saw the use of several different language teaching methodologies, none of which truly focused
on culture. In the next decade, ACTFL established proficiency guidelines, just not for culture. It
was not until the Standards were developed in the 1990s, that foreign language educators really
came to see the value of teaching culture and really had a blueprint to follow in establishing such
teaching in their classrooms (Byrd et al., 2011).
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Tsou (2005) sees the evolution in a similar light pointing first to the 1950s and the focus
on big “C” culture of “history, geography, institutions, literature, art and music” (p. 41). In the
1960s the focus switched to small “c” culture referring to “everyday culture or behaviors”
(p. 41). Still, culture was viewed as supplemental material in the classroom. Recently, according
to Tsou, the focus has shifted from big “C” versus little “c” to culture as an ongoing social
process. In this vein, it has been noted that
culture is recognized as a changing variable rather than a static entity. In turn, culture
learning is seen not as the acquisition of facts, but as a constructivist process…as a
systematic and integral part of language learning, rather than an add on (Social Science
Education Consortium, 1999, p. 10).
So it has been that until recently, culture was seen as an add-on or throw-in. Many textbooks at
all levels, still treat culture this way. In fact, they tend to focus not on the process but on isolated
facts and pictures. Even today, teachers still grapple with the question of how to effectively teach
culture in the foreign language classroom, although the Standards are making this clearer. It has
been noted that more time is usually devoted to language teaching than culture teaching by a
margin of 60% to 40% up to 80% to 20% (Castro & Sercu, 2005). Castro and Sercu also ask the
question of why less culture is taught. The reasons they give include that there is not enough
time, culture is not separate in the curriculum, exams tend to have nothing to do with culture,
materials tend to be out dated or unavailable, teachers are prepped on how to teach language not
culture and pupils are not interested in culture.

Cultural instruction

Tsou (2005) studied the effects of adding a cultural element to English as a Foreign
Language (EFL) instruction in elementary classes in Taiwan. He noted that there are two
approaches to teaching culture: a) task-oriented, and b) anthropology-process. The former refers
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to engaging in cooperative learning tasks and utilizing authentic materials and the latter refers to
using the target language and anthropological techniques to test hypotheses about the target
culture. Tsou’s study used a combination of both approaches. The purpose of the study was to
show that culture should be integrated into the language classroom and not just be an add-on.
There were two experimental classes and two control classes. In the experimental classes
culture was introduced into the classroom slowly and then students were asked to compare and
contrast their native culture with the target culture. The second step was to give additional
information about the target culture to the students. No such cultural instruction was given to the
control classes. Both quantitative and qualitative data were collected in the form of pretests and
posttests and interviews, respectively. The quantitative data showed that before the treatment
there was no significant difference in the control and experimental groups’ language proficiency.
However, after the experiment, the experimental groups showed a significantly greater
improvement in language proficiency than the control groups. Similarly, the cultural knowledge
of the experimental groups was significantly greater than that of the control groups.
The qualitative data taken from the interview with the English as a Foreign Language
(EFL) and culture instructors indicated that students were more engaged and willing to learn in
the experimental groups where culture was a part of the instruction. The culture instructor shared
these sentiments noting that not only were the students more active in discussions and class in
general, their understanding of their native and the target cultures increased. The interviews from
the students in the experimental groups indicated an increased desire to learn about English and
differences in cultures. At the same time, the students from the control groups still wondered
why they had to learn English in the first place. In sum, the experiment suggested that “the effect
of culture instruction on language learning was positive” (p. 50).
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Garrett-Rucks (2013a) studied cultural instruction at the university level, specifically in
elementary French classes. The cultural instruction in this study was neither given in class nor
was it provided strictly through the textbook. Instead, in-class instruction, which was in the
target language, was supplemented with an online, out-of-class cultural experience where
students were to engage in cultural discussions using both explicit cultural instruction and
authentic texts, with English translations also provided as well as video interviews, conducted in
English with native speakers of the target language. The thirteen participants were required to
interact online in discussions on two topics – greetings and education - in two phases – accessing
explicit cultural instruction and authentic texts and watching video interviews of native speakers.
The results indicate that students maintained an ethnocentric viewpoint, one in which the
“individual’s culture is the central worldview” (p. 195), after receiving the explicit cultural
instruction, instruction where culture is directly taught to the students, and authentic texts as they
were not influenced by either. Some students did not even read the authentic texts. However,
their thinking shifted to being more ethno-relative, or where “cultures are understood relative to
each other” (p. 196), after they viewed the video interviews. This was attributed by the students
to the interactive nature of the video interviews and the ability to see the non-verbal cues of the
speakers, such as tone, emotion and body language. Also, the interviews allowed students to
relate to the alternative perspectives of the native and target cultures on the two topics. As a
result, students showed development of their intercultural sensitivity. In this study, instruction
about culture and authentic texts were not successful in helping students relate to the target
cultures, but the video interviews were. This study indicates that using authentic texts to relate
culture to students is not always successful and may not be the only or best way to do so, but it
does not mean that it cannot be successful in other settings. In addition, the study does show that
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cultural instruction, in one form or another, is a valuable tool in helping students to become
multicultural and understand their own culture better as well.

The gaps
Tsou’s study showed how cultural instruction positively impacts language learning at the
elementary level in EFL classes. Garrett-Rucks’ study showed the impact of cultural instruction
in foreign language classes where English is the native language and the native culture is that of
the United States. However there is much more research done with EFL/English as a Second
Language (ESL) classes in this regard than with other foreign language classes. Also, the
question still remains about what the impact would be of adding cultural instruction at other
levels, say high school and intermediate university level classes.
In addition, whereas the cultural instruction was given in class in Tsou’s study, the
instruction given in Garrett-Rucks’ study was supplemental and completely out of class as well
as in the native language. She posits that with respect to fostering students’ cultural
understanding there remains a gap to be filled between pedagogical theory and practice.
Therefore, more research needs to be carried out as to what ways exist for this to be
accomplished. In other words, research needs to be done which leads to putting the theory into
regular practice in foreign language classrooms.

Intercultural competence
Deardorff (2011) explains the reason why developing intercultural competency (IC),
especially in the current social and political climate, is so important as “intercultural competence
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development is playing, and will continue to play, an ever increasing role in the future, given the
growing diversity of American society” (p. 65). Many “scholars have argued forcefully for the
integration of cultural knowledge and intercultural competence into the foreign language
curriculum right from the beginning” (Schulz, 2007, p. 10). Now that the why of IC is clear,
what remains to be clarified is the what. One of the main goals of cultural instruction is helping
students develop intercultural competence. However, intercultural competence is about more
than just learning another culture. It also entails, amongst other things, learning one’s own
culture and being able to recognize the similarities and differences between one’s native culture
and the target culture(s). Perhaps even more important is the ability to respect the cultural
differences that do exist and act accordingly in interactions within the target culture(s). Thus,
knowledge, while necessary, is not in and of itself sufficient for intercultural competency
development.

Defining intercultural competence
In order to more fully understand this goal of the present study, a definition of
intercultural competence must be fleshed out. It is important to note here that there are two views
of intercultural competence “a Western and mostly U.S.-centric view…a view in which such
competence resides largely within the individual” and an Asian view in which the cultural unit of
analysis is a “group or one’s interpersonal relationships” (Deardorff, 2006, p. 245). While
intercultural competence has been debated, developing one agreed upon definition has been a
largely difficult task (Deardorff, 2011; Deardorff, 2006). This is due in part because IC continues
to evolve with time. The problem with the above definition, and with most definitions of
intercultural competence in general, as Deardorff (2006) points out, is the “difficulty of
identifying the specific components of this complex concept” (p. 241). For example, according to
Acheson, Nelson and Luna (2015), Byram offers a definition of intercultural competence as “an
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amalgam of knowledge, skills and attitudes that allow one to interact successfully across cultural
boundaries” (p. 205). The problem here is “what actually comprises intercultural knowledge?
Intercultural skills? Intercultural attitudes?” (Deardorff, 2004, pp. 13-14). Another definition, as
summarized in previous research on the subject, is “knowledge of others; knowledge of self;
skills to interpret and relate; skills to discover and/or interact; valuing others’ values, beliefs, and
behaviors; and relativizing one’s self” (Deardorff, 2004, p. 14). In this definition the knowledge
of one’s self and the relativizing of one’s self are made explicit. This means that in order to
understand others, one must be able to first understand themselves and their own culture. It is
only then that an individual can begin to understand and possibly empathize with people of other
cultures. Moeller and Nugent (2014) state that “An interculturally competent speaker of a FL
possesses both communicative competence in that language as well as particular skills, attitudes,
values and knowledge about a culture” (p. 2, emphasis in original). It is also important to
underscore the ability of someone who is interculturally competent to “step beyond one’s own
culture and function with individuals from linguistically and culturally diverse backgrounds”
(Garrett-Rucks, 2013b, p. 15).
The terminology of “intercultural competence” is not completely agreed upon or
universally used. This idea is underscored in noting that in the literature the terms “transnational
competence”, “cross-cultural awareness” and “global competencies” have also been used
(Garrett-Rucks, 2013b, p. 15). For example, Semaan and Yamazaki (2015) use the term “global
competence” instead. Their definition is
having the knowledge and ability to identify cultural differences, having the interest to
interact with people from cultures outside of one’s own, and utilizing linguistic and
cultural skills to communicate in the most effective manner in different contexts. (p. 512)
Furthermore, Semaan and Yamazaki (2015) delineate the components of global competence as
knowledge, motivation, behavior and context. These are very similar to the components noted by
Byram. Hunter (2004) gives yet another definition of global competence as “having an open
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mind while actively seeking to understand cultural norms and expectations of others, leveraging
this gained knowledge to interact, communicate and work effectively outside one’s environment”
(pp. 130-131). Again, here we see knowledge as a component, but without further elaboration.
Mysteriously missing from these definitions is any mention of language skills. Being that
intercultural competence is a goal in a foreign language class, it seems that knowing the language
spoken by members of the target culture should also be a part of the definition of intercultural
competence. As Hunter, White and Godbey (2006) point out, Lambert
identified a globally competent person as one who has knowledge (of current events), can
empathize with others, demonstrates approval (maintains a positive attitude), and has an
unspecified level of foreign language competence and task performance (ability to
understand the value in something foreign). (p. 273)
Again, though, the ambiguities surrounding the components are still latent with the
mention of the “unspecified level of foreign language competence”. So, while there are many
definitions of intercultural or global competency, there still remains to be one agreed upon
definition. However, the pieces are there with which to construct a working definition. For the
purposes of this study, Lambert’s definition, with the inclusion of language competence, should
be the one used.

Assessing intercultural competence
The next piece of the puzzle to be examined is how IC is assessed in the foreign language
classroom. Deardorff (2011) explains that there is a need for both direct and indirect evidence.
Direct evidence refers to personal/critical reflections by the students about their experiences with
other cultures. Indeed, “Reflection is essential in developing learners’ intercultural competence”
(p. 75). Indirect evidence refers to assessment instruments such as surveys or inventories.
Therefore, in order to get a full assessment of intercultural competence one needs to utilize both
qualitative and quantitative tools. Indeed, in Deardorff’s (2006) research, scholars were
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interviewed about IC assessment and they overwhelmingly agreed that what was needed was a
mix of qualitative tools. In the same study, administrators agreed on four common qualitative
assessment measures: observations by others or the host culture, case studies, judgment by self
and others and student interviews. Interviews, or ethnographic interviews, are very important in
the development of IC, as noted by Bateman (2002) because they bring “students into one-onone contact with individuals from other cultures” and they “help students to learn about
themselves” (pp. 320-321). As IC evolves over time, it stands to reason that students developing
IC must be assessed and reassessed in order to get a fuller picture of their individual IC
development.

Using Gloria Anzaldúa’s book Borderlands/La Frontera-The New Mestiza
What is culture and how do we tap into it and address it in our post-secondary foreign
language classrooms, particularly at the introductory level? There is no simple or clear cut
answer to this question. Culture is the who, what, where, why and how of a society. It
encompasses the people who are part of the society, accepted behaviors of those people and their
products and the rationale for their actions as well as why they create what they create (Byrd et
al, 2011). It also necessarily includes language itself. Culture, as explained above, is a very
difficult concept to define given its dynamic and ever-changing nature. There is not one
acceptable definition of culture.
One text that could be used to this end is Borderlands/La Frontera – The New Mestiza by
Gloria Anzaldúa. In this text, the author recounts her own experiences and struggles as a mestiza
on the border between the United States and Mexico. As such, this text reveals the real-life,
current struggles of Latino/a people, more specifically Chicanas, living at the border between the
U.S. and Mexico. Anzaldúa discusses the idea that the self, particularly in the case of the
mestiza, is not just a single identity, but rather that there are multiple facets to the self. The
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borders to which Anzaldúa refers are both “geopolitical, having to do with the U.S./Mexico
border” and symbolic, representing the state of flux mestizas live in between “‘belonging’ and
‘not-belonging’” (Elenes, 1997, p. 363). It also forces the reader to look beyond what has
happened in the distant past in other spaces and focuses on current events surrounding everyday
people in a familiar space. The text is one that, instead of continuing to paint the oftentimes rosy
picture of the Latino/a culture and Spanish-speaking world, shows a less pleasant, often painful,
and at times hidden side of Latino/a culture, albeit a very important side that needs to be
illuminated more often. As Elenes (1997) notes, “The significance of Anzaldúa’s text is in how
she is able to incorporate the notion of the border as a basis for the construction of the mestiza
consciousness” (p. 365). Furthermore, she “combines traditional ideas of nationalism such as
looking back and reclaiming an Aztec ancestry…with the destabilization of a unified subject”
(Elenes, 1997, p. 365). In other words, Anzaldúa bypasses the objective side of culture, the
surface culture, in favor of illustrating the subjective side of culture, the deeper, more hidden
elements of culture.
In interacting with this text, the reader, or student, must step out of their comfort zone
and be faced with the harsh reality of life at the border. While not an easy journey by any stretch
of the imagination, this journey with Anzaldúa can be an enlightening one.

Why Borderlands/La Frontera – The New Mestiza?
The better question here might be why not? It is a critical text that uses sociocultural
perspectives to paint a rich and relevant portrait of reality for students. Learning about culture
could be uncomfortable and require the student to confront and discuss the harsh realities that
exist not thousands of miles away, but rather right where they live. Borderlands does just this. It
takes difficult topics and lays them bare. It evokes raw emotions and cuts to the heart of the
struggles of the mestizas currently living on the border between the United States and Mexico. It
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presents a more realistic view of how and why the struggles exist. Perhaps more importantly, the
text discusses the meaning of “border” as not just a physical place, the most common conception,
but as social and cultural spaces as well. It refers to the borders created by the many different
identities which mestizas carry around with them as they strive to cross physical borders.
In addition, the text stresses that the geopolitical border of Mexico and the United States,
is not the only border to be crossed. Rather, there is another geographical place to be examined
and understood, that of the borderlands. This is of utmost importance as Anzaldúa discusses the
fact that mestizas do not belong to either Mexico or the United States, having been cast out by
both, but rather to a third place, a place where the third world meets the first. In other words,
mestizas and the even further subgroups within the larger group, are constantly battling for
acceptance, constantly living on the border in a veritable no man’s land. They are, as Anzaldúa
(2012) notes, huérfanos, or orphans, desiring a place to call home and in which to be accepted.
This is important to know and understand as the immigration debate rages on in the United States
and elsewhere. The mestizas described by Anzaldúa are at an even greater disadvantage than
other Latinos/as as they are largely neglected in the larger conversation. It is the tensions they
battle, both geopolitical, as noted above, and sociopolitical, with regards to where they fit and
what role they play in society, that provide the backbone to Anzaldúa’s crucial argument.
Not only that, but the border has religious connotations as well. That is to say that there is
a battle between Catholic and Protestant, between spirit and body, and a neglect of the soul. The
key question in this regard for Anzaldúa revolves around the necessity to include the third part of
the being, the soul, in the conversation. Again, this is another piece of the puzzle in discerning
the true identity of the mestiza, and in Anzaldúa’s case the homosexual mestiza. Again, the
topics presented are not meant to be light or covered in passing, but rather are meant to trouble
the reader, cause unrest and evoke emotions and bring about conversation. They are also meant
to cause students to pause and reflect on their own culture(s) and struggles.
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Finally, this text is written in both English (90%) and the target language of Spanish
(10%). As such, participants can try to read the Spanish portions of the text, thus exposing
themselves to the language in an authentic text. However, not doing so will not impact their
ability to grasp the meaning of the text. This would introduce them to yet another border, a
linguistic one, a place where both English and Spanish are accepted between places where one or
the other is rejected by society. While some of the language may be too difficult for the
beginning Spanish student, some of it is accessible through translations. At the least, students get
to hear and experience the authentic voice of the mestiza, in both languages as the struggles are
expressed with raw emotion.

The critical reception of Borderlands
This text has not always met with critical acclaim. In fact, quite the opposite is true.
When the book was first published, and it was met with an “enthusiastic embrace…by many
white feminists and area scholars”, it was, at the same time, harshly critiqued by, amongst others,
“Chicana/o academicians” (Yarbro-Bejarano, 1994, p.7). The book continued to cause a stir of
emotions in critics and educators. For example, in January 2012, Borderlands was banned by the
Tucson Unified School System in Arizona. This was done in response to the ban that was placed
on Mexican American Studies in Tucson public schools. As Cantú and Hurtado point out in the
introduction to the 25th anniversary edition of the text, this banning, which attempted to deny the
importance of the book, actually served to affirm it. The book is “dangerous only because it has
the power to change minds, to disturb complacencies” (Anzaldúa, 2012, 3). This is important
because it demonstrates why this text should be approached in classrooms studying Spanish
American/Latin American culture. The mere fact that it is in its fourth edition, twenty-five years
after it was first published, and is still being read is a testament to its power to persuade.
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Integrating the text into the classroom
The next step to take is understanding how to integrate Anzaldúa’s text into the college
Spanish classroom, particularly the introductory level classroom. As noted above, part of culture
is, in very simple terms, who someone is and from where they have come, both geographically
and in terms of their struggles. Anzaldúa, without mentioning it explicitly, brings up the idea of
the cultural backpack that she and other mestizas carry with them as they struggle to cross each
border they encounter: “I did not lose touch with my origins because lo mexicano is in my
system. I am a turtle, wherever I go I carry “home” on my back” (Anzaldúa, 2012, p. 43). This is
the crux of her argument. In order to even begin to look at and understand the struggles and
culture(s) of another person or people, one must first begin to unpack their own cultural
backpack. They must understand who they are and from where they have come, noting the
struggles they have faced along the way and the borders they have crossed and must cross in
their journey. Therefore, for the first step in this cultural journey that the students took
together was to map out, at least in part, their cultural backpack at the onset of the study. This
consisted of them discussing who they are, what their unique culture is and the struggles they
have been through. The participants drew a picture of themselves and notated what they
experienced through each of their senses at a particular point in their lives. This helped them
begin to look introspectively and really begin to understand their cultural backpacks and what
they carry with them in their life journey. It is important to note that one cannot fully unpack
their cultural backpack in one sitting or at one time. This takes much time. However, the goal of
this exercise will be to start this process, one that will hopefully continue throughout the course
of the semester-long class and even after the study concludes. Then, they looked at their own
cultural backpacks before proceeding to the text. This gave the participants a good idea of what
culture is and what their cultures are and how there are similarities and differences between all of
us. This will begin the conversation on culture. Then, and only then, could the text be broached.
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Once the process of unpacking their cultural backpacks had begun, and each participant
discussed her own struggles and the borderlands each has had to cross in their lives, the book
was introduced. In order to allow students to digest the deep and personal writings of Anzaldúa,
each selected excerpt was read over a two week period of time for a total of ten weeks.
Reflection on and discussion of the text took place individually after participants completed
reading each excerpt.
In conjunction with this text and studying culture in the classroom, students can make
observations about the target culture(s), the everyday struggles of Latinos/as and how they deal
with and perhaps overcome these struggles in the form of interviews with Latinos. This
information can then be discussed in relation to Anzaldúa’s text and the similarities and
differences in the cultural spaces therein.

The beginning of a conversation
As noted above, this would just be the beginning of an ongoing cultural conversation.
Anzaldúa’s text would be used in the introductory Spanish classroom to demonstrate to students
the real culture that is happening around them. It can be used to help them begin to discover who
they are and reflect upon this. Perhaps it could even be used as a catalyst for greater cultural
exploration and study for the beginning Spanish student. In fact, the text could be read and reread
in subsequent classes in the introductory and intermediate sequence because it is so dense and
complex it cannot be fully unwrapped in one reading or set of discussions.
This text can also be used to start a new conversation, or continue the current one, about
the introduction of culture in the foreign language, specifically Spanish, classroom. It can be
used to open a new avenue down which students and teachers can proceed in exploring other
cultures. After all, the cultural conversation has just begun and what cultural elements to include
in classroom lectures and how to do so must be further discussed. The inclusion of culture has
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very recently been placed at the forefront of the ongoing pedagogical conversation and as such
educators are still struggling with the most appropriate ways to teach culture in their classrooms.
Perhaps the textbook excerpts are a good starting point, but they are only that. There needs to be
a deeper cultural conversation in class and a text like Anzaldúa’s is as good a place to start as
any. Table 1 shows the implementation timeline for the study.

Table 1
Study implementation timeline
______________________________________________________________________________
Week(s) of study

Implementation

______________________________________________________________________________
1

Recruit participants; cultural
backpack; Can-Do inventory

1-2

Pre-interview

1

Begin reading Borderlands

1-9

Borderlands reflections/discussions

9-10

Post interview

10

Can-Do inventory (post)

______________________________________________________________________________

The Literature Gap

Up to this point, there has been much discussion in the literature on culture and
intercultural competency. However, there are some serious gaps that must be addressed. First, is
the need to determine ways to foster students’ cultural understanding, not only of other cultures,
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but of their own as well. As far as specific topics are concerned, the literature on cultural
instruction, especially at the introductory language level in K-16 is lacking. As Garrett-Rucks
(2013) points out “there is a need for research on ways to integrate meaningful cultural reflection
into K-16 introductory FL classes…” (p. 193).

How the study addresses the gaps

The study addresses the gaps mentioned above to some degree. First, this study provides
some answers to questions relating to the teaching of culture at the introductory university level.
Specifically, student perspectives on learning culture, something that is sorely lacking in the
literature, has been investigated. Second, possible shifts in intercultural competence due to the
cultural learning experience were investigated. Perhaps most importantly, this study focuses on
language and culture instruction at the beginning level in college, something that has left a
sizable gap in the literature. By focusing on these aspects, the investigation attempts to reveal
valuable insight into how we should teach culture at the beginning level in a college or university
and it should be taught in that way as opposed to the current method of instruction.

Summary

The research addresses the links between cultural instruction and the use of literature as a
means to achieve the other two goals in the foreign language classroom. The literature talks
about the what and why of culture as well as the what and why of authentic cultural texts. There
is plenty of research on these language learning components in isolation, but bringing them
together in the same conversation is a bit tougher, although emerging given the recent shift
towards communicative language teaching. The study attempted to illuminate additional
questions regarding cultural instruction in the classroom and the use of authentic texts in the
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introductory language classroom. This could reveal new and inventive ways through which to
teach languages at all levels.
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CHAPTER THREE
METHODOLOGY

The previous chapter reviewed the literature and relevant studies which inform the
study. The purpose of this study was to examine practices for the introduction/inclusion
of cultural texts and experiences in the introductory-level postsecondary foreign language
classroom and investigate student attitudes and perceptions about the inclusion of culture in the
classroom and towards the target culture(s). The data collected include interviews,
inventories and written discussions and data analysis occurred upon completion of data
collection at the end of the semester and of the study. The research question that drove the
study, as previously stated, is as follows:

What are foreign language learners’ perspectives on cultural instruction through a
cultural text?

In this chapter, I will first discuss my background and how it influenced the study. Then, the
method and design of the study will be discussed, followed by discussions of the context of the
study, the position or role of the researcher, the setting and participant selection, data sources,
collection methods and analyses, the timeline of the study, the rigor of the study and the
limitations.
Background of researcher

The lens through which I looked at this study is comprised of the viewpoints of a
working/middle class Protestant, Caucasian male who happens to be both a student and teacher
of Spanish language and culture. I was raised in a white upper class family which came with
many privileges, but also many challenges. I am a non-native speaker of Spanish with near-
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native capabilities. Although I have been studying the language and cultures of the Spanishspeaking world for more than two decades, I only started studying Spanish in the 5th grade as
part of the school curriculum, where the instruction only lasted part of the year. This was the
same in 6th grade. By the end of middle school, I had begun to love Spanish and felt compelled to
study it further. It was not until my last two years of high school, in upper level courses, that
culture was brought from the periphery to the forefront of instruction. Once this shift occurred,
all I wanted to do was study abroad and immerse myself in the target culture(s), or at least one of
them. It was as an undergraduate that I truly began to see the importance of having culture at the
forefront in the foreign language classroom.
I began college in a Spanish culture and civilization class and it was there that I came to
realize the importance of including culture in the foreign language classroom. The culture that
was presented in this class was more than just the objective culture presented in many
introductory textbooks. It was in this class, and the subsequent Latin American culture and
civilization class that I took the next semester, that I was exposed to a more realistic, clear and
vivid picture of the history and impact of Spanish-speaking countries on the history of the world
as well as the present impact of these countries and influence of those communities. It must be
mentioned, however, that there was a drawback to the cultural instruction I received. Although
necessary to building an understanding of the Hispanic world, the culture that was taught was
largely geographically and temporally distant from the present place and time. Of note as well,
given the upper-level nature of these two courses, is the fact that culture was taught through and
alongside the target language. This leads to the question of why is culture predominately
peripheral and not explicitly taught together with language at the lower levels of instruction. This
is the place from where my study derives. It was also during my college years, that I had the
opportunity to study abroad in Spain. During the Summer that I lived and studied in Spain, I
became aware of my strengths in language use and cultural understanding as well as my
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weaknesses. In addition, I was fortunate to be able to take both a literature and an art course in
Spanish, each of which helped hone my skills and understanding of both the language and
culture of Spain. However, even though the Spanish culture was at the center of instruction in
both classes, the art and literature spoke of different times. Being simultaneously immersed in
the language and culture gave me a more intimate understanding of just how important it is to be
surrounded with both in order to learn them more fully. As a result of these experiences, my eyes
were opened to just how little of the target cultures are covered in introductory-level Spanish
classes. In addition, it made me keenly aware of how limited cultural coverage was at the
introductory level. Traditionally, all an introductory textbook usually has is a picture and a
paragraph related to a given cultural element. This is also known as a bits and pieces approach to
culture.
However, it was not until I began my teaching career that I began to realize just how little
culture was being explicitly integrated at the secondary and postsecondary levels in introductory
Spanish classes. I have invested more than 12 years as a teacher in the foreign language
classroom. My experience stretches from exploratory elementary school language classes which
met once a week for only 30 minutes to both exploratory and semester-long middle school
classes meeting daily for 45 minutes to year-long introductory and advanced-level high school
courses. At the postsecondary level, I have taught semester-long courses meeting two to three
times a week for a total of two and a half hours at both the introductory and the intermediate
levels. This experience has made me acutely aware of difficulties and restrictions that exist in
teaching culture explicitly in exploratory and introductory-level Spanish classes. Even given my
experience as an instructor, it was not until I viewed a Ted Talk recently that it became
abundantly clear to me that most of the culture presented in textbooks revolves around the
objective topics of food, festivals and famous folks, or put another way, the “4Fs of folkdances,
festivals, fairs, and food” (Byram & Kramsch, 2008, p. 21). In reality, this hardly even begins to
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scratch the surface of everything that culture encompasses, to include the subjective elements
which are if not as important as the objective elements are more so.
As an instructor, I have experienced first-hand the struggle that exists to include culture
in the foreign language classroom at any level. This is partly because of curricular restrictions
which usually dictate the need to teach vocabulary and grammar before anything else and partly
due to teacher lack of self-efficacy in teaching culture. Also, textbooks are usually set up with
culture introduced at the beginning or end of a chapter as an additional element to be covered if
time permits. However, it bears noting that recently some textbooks have attempted to more
explicitly integrate culture throughout each chapter focusing on more than the basics as stated
above (Amores, Suárez García & Morris, 2012; Castells, Guzmán, LaPuerta & Liskin-Gasparro,
2015). In other words, as traditionally introduced in the textbooks, vocabulary and grammar are
more important and as such are introduced first. I always felt that it was part of my charge as an
instructor to bring culture in to the center from the periphery and therefore I have always striven
to supplement the textbook material with additional cultural elements, both objective and
subjective, as the situation dictated and where it made the most sense, not just at the end of the
chapter. This could take the form of an extended cultural lecture or simply expanding upon the
material being presented. Part of this has to do with my background knowledge in the various
cultural subjects that arise. In essence, I can empathize with a student who feels cheated by the
system because of the lack of cultural instruction that they receive. I also understand the feelings
and struggles instructors have at all levels of language instruction regarding the desire to include
culture, but the inability to do so due to curricular constraints as well as the limitations of
knowledge on a particular cultural subject. This study is borne out of my experiences as well as
my desire to help find a better way to teach the target culture(s) in the introductory collegelevel foreign language class.
As a working/middle class Protestant Caucasian male, my position as instructor and
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researcher, I enjoy a level of power not shared by the potential participants. However, I can
bridge the gap a little bit as my years as an instructor have given me the ability to develop a good
rapport with students in the past at the same level as the participants. Even so, I will need to curb
the interference of my dominant position with participant storytelling. What I must also be aware
of is that my position may keep participants from fully sharing their stories with me.

Philosophy of the researcher

As a researcher I position myself as a social constructivist (Piaget, 1972), a
constructionist (Papert, 1991) and an interpretivist. I believe that meaning is constructed/coconstructed by both the researcher and the participant(s). That is to say that knowing is not
passive, but rather active and knowledge is not found, but rather made (Schwandt, 2000).
First, constructivism is grounded in student co-creation of the reality of the world around them.
Experiencing the target culture(s) is simultaneous with experiencing one’s native culture.
These cultural interactions result in a unique view of the world. More specifically, social
constructivism, as defined by Creswell (2007), is a worldview where “individuals seek
understanding of the world in which they live and work” (p. 20). Furthermore, social
constructivists, like myself, seek to develop subjective meanings of their experiences (Creswell,
2007). As Lincoln (2005) points out, “Constructivists believe constructions...are critical because
they, as much as physical and/or temporal events, determine how individuals…will act toward
each other, and toward the physical and temporal events, and how such events will be interpreted
and, therefore, frame social performances and cultural space” (p. 60). Second, constructionism is
grounded in student constructions which demonstrate understanding of the target culture(s).
Students must interpret and represent their personal view of the world. I also believe that
students and researchers “perceive and interpret what [they] find” (Simon, 2014).
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The tendency used to be to use the so-called banking method (Freire, 2006) whereby
knowledge was deposited into the minds of students, thereby making students passive learners. I
believe in what Freire (2006) terms problem-posing education where dialogue is “indispensible
to the act of cognition which unveils reality” (p. 83). In other words, problem-posing makes
students “critical thinkers” (p. 83). As Freire (2006) further notes, the focus of instruction must
be the student. In this model, the instructor acts as a facilitator of learning. As such, the student
becomes an active learner, researcher and decision-maker in their education, which enhances the
learning experience. This is very important in the present time as there has been a paradigmatic
shift from teacher-centered to student-centered approaches in the foreign language classroom.

Researcher’s Definition of Culture
As a major piece of this study I as the researcher must explicate my own definition of
culture. First, I see culture as having both objective and subjective elements, those which are
initially and easily seen and those which oftentimes are hidden and missed. Also, I see culture
not as a static entity that carries over from generation to generation and geographic location to
geographic location, but rather as a group of ever-changing pieces that constitute an everchanging whole. Therefore, I see culture as dynamic, with differing interpretations and elements
from generation to generation. To this end, I align myself with Nieto (2000) whose definition
was mentioned earlier. I see culture as a process which develops and unfolds over time, not a
single product. Therefore, for the purposes of this study, I will define culture in a manner not
unlike Nieto. In other words, for me culture is a set of learned processes and products, both overt
and hidden, which change over time according to the patterns of living of generations of a people
bound together by history, geography, social class, religion and language.
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Method/Design of study
The researcher investigated foreign language learners’ perspectives on learning culture
through cultural texts and other culturally-based activities. As such, this research required a
methodology that qualified the perspectives of participants and allowed their stories to be told
and voices to be clearly heard. Therefore, a case study approach was used following Stake
(2005). According to Stake (2005), case study is a process of inquiry about a case and the
product of that inquiry. Creswell (1994) echoes this definition, but further notes that in case
studies “the researcher explores a single entity or phenomenon (“the case”) bounded by time and
activity (a program, event, process, institution, or social group) and collects detailed information
by using a variety of data collection procedures during a sustained period of time” (p. 12). In this
study, the case was a particular class at a particular college, with multiple subcases being the
participants and the time was a 10-week period. By using different sources of data, the case was
examined through different lenses, “which allows for multiple facets of the phenomenon to be
revealed” (Baxter & Jack, 2008, 544). This was a single case study as it only looked at one case,
a single class in a particular college. This case study had elements of both intrinsic case studies
and instrumental case studies. First, the researcher did want a better understanding of this case
(Stake (2005). Also, the case was handed to the researcher as it was one of the classes he was
assigned to teach. However, at the same time, as is the case with instrumental case studies, this
case was also used “to provide insight into an issue” (Stake, 2005, p. 445). Additionally, the
purpose of this this study was not to develop a theory, but rather to investigate and better
understand the case in and of itself (Stake, 1995). The purpose of using a case study for this
research is that it entails the exploration of a phenomenon in the classroom, what is happening in
real life (Grbich, 2007). This phenomenon is the full incorporation of culture into the
introductory Spanish class at the college-level, specifically if and how it impacts
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the intercultural competencies and awareness of the students in the class. Additionally, there was
a holistic analysis of the entire case (Creswell, 2007). Finally, of importance in case study
research is triangulation, which Stake (2005) defines as “a process of using multiple perceptions
to clarify meaning, verifying the repeatability of an observation or interpretation” (p. 454). In
this particular study, data were triangulated as the interviews, cultural texts and cultural
backpack activity all helped to shed light on participant backgrounds and experiences but in
different ways and some, the cultural texts, in more in depth manners than others, the interviews
and the cultural backpacks.

Context of the study

The study took place at a liberal arts college in the southeastern United States, located in
a large metropolitan city. The college was the backdrop for the text study. The qualitative data
were collected through participant reflections on a cultural text presented in class as well as
interviews conducted with participants, Can-Do Statement Inventories and a Cultural Backpack
exercise. The participants were enrolled in a Spanish 101 course as the study was centered
around introductory college-level pedagogical practices. As I currently teach this level at this
institution, I had access to my potential participants. The college I chose is one with a diverse
student body in socioeconomic status and in prior exposure to foreign languages. However, the
student body is homogenous in the sense that all students are African-American or Black
females. The participants were a good representation of the student body at the college as they
came from diverse social, economic and educational backgrounds. In addition, this is a very
unique population with which to be working. The participants in society are members of a
minoritized group, but at the school they are in the majority. This setting also places the
researcher, who happens to be a member of the majority group in society in general, in the
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minority in relation to the participants’ group. This also creates a power relationship between the
researcher and students, one that the researcher was careful to minimize throughout the course of
the study. Upon obtaining IRB consent from both my university and the college, I began
preparations for the study, including deciding how to approach students about participating.
After my prospectus defense, I submitted an IRB form to both my research university
and the college where the study was going to occur. Then I began setting up my study for the
following academic semester, the Spring semester of 2017. The researcher’s class was selected
to ensure consistency of instruction. At the beginning of the semester, the principal investigator
asked students in the class to volunteer to participate in the study providing them with a flier
(Appendix A) and two copies of the consent form (Appendix B). Students who were interested in
participating completed and submitted one copy of the consent form to the principal investigator,
who kept the forms and did not look at them until the end of the academic semester in order to
ensure that the identities of the participants remained hidden from the researcher. The other copy
of the consent form was kept by each participant for their own personal records.

Selection of Participants

After completing the IRB process and obtaining approval early in the Spring of 2017,
participants were recruited using non-probability sampling and purposive or convenience
sampling (Merriam, 2009). This recruitment was purposeful in that participants would have class
with the same instructor. Thus, students would have consistency in instructional delivery.
In explaining this study to the students, the principal investigator ensured that they
understood that it was important to have as many participants as possible and that it was
important to understand what introductory college-level foreign language students think about
learning culture in a foreign language classroom as well as student attitudes and perceptions of
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the target culture(s) being broached in the class. In addition, each student in the class, as part of
the course requirements as stated in the syllabus, was required to complete all activities for a
completion grade only, as the researcher did not know who had agreed to participate. Students
were included in the study if they completed some or all of the activities and signed the informed
consent form. Interviews were only included if the participants agreed to be audiotaped via the
informed consent form.

Participant Self-Identification
The participants in the class were a unique group of participants in that while they were
all minoritized women, they identified themselves in very different ways based on ancestry,
origin, socioeconomic background, educational background and religious background.
Therefore, in order to better understand the direction from which each participant was coming, a
self-identification was necessary. At the beginning of the semester, at the end of the preinterview, students were asked if they would like to identify themselves. These selfidentifications were used, as noted above, to better understand the ways in which the participants
reflect on the text and understand the interviews. The cultural backpack exercise also provided
insight into participant self-identification (see the work of P. McIntosh, 1989) as participants
described who they were and how their background and experiences made them who they were.
In this way, this self-identification exercise went deeper than the self-identification at the end of
the pre-interview.

Entry into the Field
As I had taught at one of the schools where the study took place for the three semesters
prior to the study, gaining access to the site to do the study was not difficult. I spoke with the
Lower Division Spanish Coordinator and the Department Chair about the study and they agreed
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to assign me at least one introductory Spanish course in the Spring semester. They gave
permission to carry out this study with appropriate IRB approval and still follow the
requirements of the course. Access to the second university site was not difficult as the principal
investigator works at the site.

Course Syllabus and Text
The course that I taught and which the participants took is Spanish 101, a first semester
introductory Spanish class. The course syllabus and requirements are fairly rigid, so I worked
within those parameters to ensure that students in the course achieved the same learning
outcomes as their peers in other sections. The main text of the course was Mosaicos: Spanish as
a World Language 6th Edition (Castells et al., 2015). This textbook is used to introduce students
to the vocabulary, grammar and some of the culture of the Spanish-speaking world. The culture
from the text was the objective culture to which the participants were exposed. The culture from
the interviews and cultural text comprised the subjective culture to which the participants were
exposed. The Preliminary Chapter as well as Chapters 1-3, a total of four chapters, were covered
during the course. The cultural elements of the study were interspersed with the regular teaching
of the textbook. Each chapter builds cultural elements around a single geographical area in the
Spanish-Speaking world. For example, Chapters Preliminar-3 of the textbook are infused with
cultural information about parts of the Hispanic world, Spain, the United States and Perú,
respectively. Interestingly, the chapter on the United States and the Latino culture therein focuses
mainly on the hotbeds of the Southwest, where many Mexicans live, South Florida, where many
Cubans live and Puerto Rico and New York where many Puerto Ricans live. Also, the focus on
mestizas at the Mexican and US border brought in more discussion about another group of
people who are largely ignored in texts and discussions, but who are geographically closer and
arguably more relevant to the participants and are definitely more relatable to the participants as
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well.
All students in the selected class, include those who agreed to participate, were required
to complete all components of the study as course requirements. The syllabus required that all
introductory Spanish students complete, amongst other assignments, five lab units outside of
normal class hours. Possible assignments included watching Spanish movies, visiting Spanish
restaurants and ordering in Spanish and reading English versions of books originally written by
Spanish and Latino writers in Spanish and submitting a written reflection based on a set of
prescribed questions in Spanish. For the section from which the study participants came, these
five lab units were replaced by the reading of a cultural text, Gloria Anzaldúa’s Borderlands:
The New Mestiza and corresponding reflections as well as student interviews of Latinos/as. The
readings and reflections accounted for 2.5 units and the interviews and reflections counted as 2.5
units. In addition, all other activities from which data came - cultural backpacks, Can-Do
Statement Inventories and interviews with the researcher - were counted as homework
assignments. All of the above assignments were graded on completion to ensure equity
throughout. As noted above, the cultural text, Borderlands simply supplemented the main
grammar text of the class, Mosaicos. Participants were still required to complete all other
assignments for the class as prescribed in the syllabus.

Course assessment

As the study was based around a curriculum for introductory Spanish classes at the
postsecondary level, all elements of the study were assessed as part of the final class grade. All
elements were also graded on a completion basis. The readings and discussion responses
counted towards half of the required 5 Lab units, or 2.5 units, during the semester. Full credit
was given for those discussions which were turned in on time with all parts completed. The
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other half of the 5 lab units, or 2.5 units, came from the student interviews of Latinos. Again,
full credit was given to those interviews which were completed and turned in on time. These two
parts counted for 10% of the final grade in the class. The other elements of the study, the cultural
backpack, the Can-Do Statements and the individual interviews with the researcher all counted
for part of the 10% of the course grade dedicated to homework or less than 1% of the final grade
each. As all activities were potential data, even those which were not submitted on time for a
grade will be used for data analysis. The rest of the homework grade and the other 80% of the
course grade came from homework and tests relating to the material learned from the textbook as
well as the final exam.

Selection of Borderlands/La Frontera – The New Mestiza cultural text
The cultural text used in this study was Gloria Anzaldúa’s Borderlands/La Frontera –
The New Mestiza. I chose this book because I recently read it and it speaks volumes to the
current culture clash that is happening at the border between the United States and Mexico.
There is a deep struggle that those living at the border, particularly the mestizas, those of mixed
Caucasian and Mexican heritage, have had to and continue to endure. One of the struggles is
with finding acceptance into a group as neither group on either side of the border will recognize
the mestizas as members. Therefore, the mestizas are a people without a place to truly call home.
Five excerpts were chosen in total. Each excerpt from the text was chosen specifically because it
addresses one or more of the issues facing mestizas as they straddle two cultures and try to find
acceptance in society. The first excerpt, from Chapter 1, illuminates the history of the mestiza
and her place in the borderlands. The excerpt from Chapter 2 discusses culture, what it
encompasses in general and that of the mestiza. The third excerpt, from Chapter 4, describes the
individual’s self-recognition of cultural identity. The next excerpt, from Chapter 5, serves to
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illuminate what is meant by cultural identity and both the pull of multiple cultures and the
synergy between them. The final excerpt, from Chapter 7, discusses how the struggles on the
borderlands help to shape one’s identity. This discussion created a forum for a discussion on
geographically, temporally and politically relevant culture. This text served to demonstrate to
participants a “hidden” reality of the Latino/a population as relates to the search for a space in
which to be accepted. These five excerpts of approximately ten pages each from the text were
presented and read by participants over a ten-week period, with each excerpt read over an
approximate two-week period, with reflections turned in every other week in English as
participants did not have enough language study under their belt to conduct the discussions
completely in the target language. The first and last discussions were individual
discussions/reflections and the remaining were set up to be group discussions whereby
participants were supposed to answer the questions as well as have discussions with other
participants about their answers.

Data Sources and Data Collection Methods

Several data sources were selected, to include both subjective reflections of the cultural
text and interviews from the Latino community and student participants themselves, and a
cultural backpack activity and Can-Do Statements Inventory. Table 2 indicates the data sources
which correspond with the research question.

87

Table 2
Research question and data sources
______________________________________________________________________________
Research question

Data sources

______________________________________________________________________________
What are foreign language learners’

- Participant interviews of Latinos

perspectives on learning culture through

- Discussions/Reflections on cultural text

a cultural text?

- Cultural backpack exercise
- Can-Do Statements inventory
- Researcher interviews of participants

____________________________________________________________________________

Cultural backpacks
During week 1 of the study, before truly being immersed in the study, text and interview
with the researcher, participants were asked to complete an exercise where they began to unpack
their personal cultural backpacks. In other words, they were asked to reflect on their own cultural
backgrounds and how their cultural background has helped to shape who they are at the present
time through discussions about what they have experienced through each of their senses. This is
important because one must understand their own culture in order to even begin to understand
another culture. Peggy McIntosh (1989) spoke about the idea of the “knapsack” or backpack
with regards to white privilege. However, the metaphor of the backpack that people carry can be
extended to other groups as well. McIntosh notes that this backpack is filled with, amongst other
things, “provisions, maps, passports, codebooks, visas, clothes, tools” (p. 31). In unpacking this
backpack, participants were asked to think about to which culture(s) they belong and what in
their background makes them who they are, how and why. To accomplish this goal of unpacking
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their own backpacks, participants were asked to draw a picture of themselves and label it
according to what their past makes/has made them feel or sense to each part of the body, i.e. feet
(movement), hands (touch), mouth (taste/speech), ears (hearing), etc., and how that has shaped
who they are today (Appendix C). They then had the ability to take this greater understanding of
themselves and their culture(s) and use it to help them better understand and empathize with the
culture(s) being studied in the class. This activity was collected by the researcher for analysis as
part of the study. Analysis was conducted on the text only for the purpose of this study. Analysis
was completed for themes and was both within subunit and between subunits to check for
similarities and differences between subunits. The intent of this activity was meant to enlighten
African-American participants to identify the borders they see/saw operating in their lives, and
connect this insight to the target cultures. Hopefully, this exercise enlightened participants to
the borders they have encountered and crossed in their lives and helped them understand better
how to empathize with Latinos who have had borders to cross themselves. In other words,
perhaps this exercise opened the participants’ eyes to the similarities they share with members of
the target culture(s). The analysis of this activity addressed CRT in that it helped participants
bring to light their pasts and presents and what experiences make them who they are by helping
to uncover the injustices and struggles, whatever they may be, that they have had to endure to get
where they are. In addition, it also helped address ICC in that in beginning to help participants
really consider their own culture it also gave them insight into how to approach looking at and
understanding other cultures.

Can-Do Statements Inventory (pre- and post-)
At the outset of the study, again in week one, all participants in the class were asked to
take a Can-Do Statements on Intercultural Communication inventory (Appendix D) to see where
their intercultural awareness stood before the study. This inventory was intended as a self-
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assessment of participant intercultural awareness and communicative competence. These were
collected and placed in a file cabinet accessible only by the researcher until the conclusion of the
study. These were then analyzed to indicate where participant intercultural communicative
competency seemed to be before the study began. Towards the end of the semester and study,
participants were asked to take the same inventory a second time in order to gauge where
participant ICC lay after the treatment. These were also placed in a secure file cabinet to which
only the researcher had access until after the conclusion of the study.
Once the study concluded, after the semester was completed and grades had been
calculated and turned in to the registrar, both the pre- and post-inventories of the participants
were reviewed and analyzed in order to determine if the participants had noted a change, or
increase, in their own ICC abilities and awareness as a result of the study and what that change
be. The analysis was both within subunits and across the case as a whole to see whether or not
any changes were just on the individual level or rather across the entire class. In other words, this
inventory served as a measuring stick for student growth in intercultural communicative
competency.

Researcher pre-interviews of participants
Participants were interviewed individually by the researcher over a one week period at
the beginning of the study, during weeks 1-2. The purpose of these interviews was to serve as a
starting gauge for student ICC at the beginning of their language studies at the college level and
at the outset of the study. In addition, the interviews served as a follow-up to and expansion upon
the cultural backpack exercise. The interview consisted of ten open-ended questions (Appendix
E) and took approximately 15-20 minutes per student. Interviews were audio recorded in order to
ensure accuracy of participant answers to the questions and to not miss any nuance of the
conversation. Interviews were semi-structured with narrowed down topics of about which to
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inquire (Robionet, 2011), specifically in-depth and individual in order to “delve deeply into
social and personal matters” (DiCicco-Bloom & Crabtree, 2006, 315) and took place in the
researcher’s office during office hours outside of class. At the end of the interviews, participants
were given an opportunity to self-identify. This was in order to gain basic background
information for each participant, particularly with regards to race and ethnicity, and also to add
to the information gleaned from the Cultural Backpacks activity. Interviews were audio recorded
by the researcher and the recording device was stored in the same filing cabinet noted above until
the conclusion of the study. Upon concluding the study, interviews were transcribed by the
researcher and non-participant data was removed from transcriptions. As with the Can-Do
Statement Inventories, these interviews were analyzed with the goal of providing the researcher
with an idea of where each participant stood in terms of cultural understanding and
awareness/competence at the outset of the study. This was a thematic analysis whereby there was
data reduction, categorization of data and reorganization of data into thematic representations
(Roulston, 2010). This analysis was added to the rest of the data collected at the beginning of the
study in terms of emerging cultural themes from the participants and helped to provide an overall
analysis of participant ICC both of their own culture and of other cultures prior to the treatment.

Reflections on the text
During the semester participants read excerpts from Borderlands/La Frontera - The
New Mestiza by Gloria Anzaldúa in English as they have limited resources at the introductory
level in the target language. Participants were furnished with copies of the excerpts throughout
the semester so that they all had equal access to the material. The first part of narratives were
read one excerpt every other week for 10 weeks. All participants were given the opportunity to
discuss, predominantly in English due to limitations on their grasp of the target language, their
feelings on the text and the culture presented therein asynchronously every other week after each

91

excerpt was read. A guided questionnaire (Appendix F) was also provided to help facilitate the
exchange of ideas and the discussion. There were two types of questions asked. First, there were
three text-level questions to check for whether or not the participant had read the selection and
their reading comprehension. Second, there was one final question which was a thought question
aimed at inspiring participants to reflect on their own lives and experiences related to the topics.
This part of the study/treatment only helped to give participants a clearer picture of the target
culture(s) around them and show them that there is not just one target culture, but many.
Hopefully this experience helped participants begin to move through Bennett’s Developmental
Model of Intercultural Sensitivity away from ethnocentrism and towards ethnorelativism. This
exercise also gave participants a chance to move upwards in Deardorff’s Pyramid toward greater
understanding of their own and others’ cultures. CRT also played a role in this activity as this
text demonstrates that racism, as noted above, goes beyond the Black/White binary to include
other races, in the case of this text the White/Latino binary. Analysis was done within case for all
reflections. Only the reflections of the participants were used in the analysis. All non-participant
data were eliminated from the study and analysis.

Researcher post-interviews of participants
Participants were interviewed individually a second time by the researcher over a one
week period at the end of the semester, approximately week 9. The purpose of these interviews
was to serve as another gauge for participant ICC/intercultural awareness at the end of their first
semester of language studies at the college level and at the end of the study. The interview
consisted of questions (Appendix G) from the pre-interview as well as some new questions and
took approximately 15-20 minutes per student. The same or similar questions were used for
cross-analysis. Answers to the same questions provided a glimpse into each participant’s
ICC/intercultural awareness and any changes therein following the treatment. These second
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interviews were completed to aid in triangulation of data. As such, these interviews were
compared to the pre-interviews in order to, in part, check the researcher’s understanding of
participant views (Roulston, 2010). Interviews were audio recorded by the researcher and the
recording device was stored in the same filing cabinet noted above until the conclusion of the
study. Upon concluding the study, interviews were transcribed by the researcher and nonparticipant data were removed from transcriptions.
The post-interviews were analyzed with regards to the pre-tests to check for changes in
ICC/intercultural awareness and what changes there might have been for each participant and
how their ICC/intercultural awareness had changed, if at all. In addition, participant interviews
were cross-checked with the Can-Do Statements Inventory to gauge ICC/intercultural awareness
changes as well.

Table 3 indicates the sources of data and rationales for use.
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Table 3
Sources of data and rationales for use
______________________________________________________________________________
Week(s) of study

Source of data

Rationale

______________________________________________________________________________
1

Cultural Backpack (pre)

To find out how participants
self-identify. (individual)
(approx. 20 minutes)
(Appendix C)

1

Can-Do Inventory (Pre)

ICC starting point for
general intercultural
awareness (10 minutes)
(individual) (Appendix D)

1-2

Pre-interview (1-on-1)

Starting gauge for ICC;
Knowledge and awareness
of cultures (30 minutes)
(individual) (Appendix E)

10

Post-interview (1-on-1)

Final gauge on ICC; To
look at knowledge and
awareness of the target
culture after the study
(individual) (30 minutes)
(Appendix G)

10

Can-Do Inventory (Post)

Same as the
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pre inventory; ICC end
gauge (20 minutes)
(Appendix D)

______________________________________________________________________________

Table 4 indicates the cultural readings and rationales for use.

Table 4
Cultural readings and rationales for use
______________________________________________________________________________
Week(s) of study

Cultural reading

Rationale

______________________________________________________________________________

1

Read Chapter 1: The Homeland,

Give participants a brief

Aztlán pp. 25-35; individual

overview of the history

discussion

of the mestiza and the
borderlands; ICC gauge
(Appendix F)

2-3

Read Chapter 2: Movimientos de

Give participants an idea

rebeldía y las culturas que traicionan

of what is meant by

pp. 37-45; individual discussion

culture; ICC gauge
(Appendix F)
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4-6

Read Chapter 4: La herencia de

Demonstrate the

Coatlicue pp. 64-65, 67-68, 70-73;

importance of self-

individual discussion

recognition of cultural
identity; ICC gauge
(Appendix F)

7-8

Read Chapter 5: How to tame a

Expose participants to

wild tongue, pp. 77-86;

the importance of one’s

individual discussion

cultural identity in the
borderlands and the
pull from each culture as
well as the synergy
between them; ICC
gauge; (Appendix F)

9-10

Read Chapter 7: La conciencia

Discussion of how

de la mestiza pp. 99-107, 108-109,

borderlands struggles

110-113; individual discussion

shape one’s cultural
identity; ICC gauge
(individual)
(Appendix F)

______________________________________________________________________________
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Completion of study
Upon completion of the study and once all semester grades were submitted by the
researcher/instructor, the researcher retrieved the informed consent forms of the participants
from the principal investigator. Once the participants were identified by the consent forms,
pseudonyms were given, codes were made and data analysis began. As data were placed in a
secure location to which only the researcher had access, they were retrieved for analysis. They
were then stored in another similar secure location to which only the researcher had access
throughout the analysis process. Upon completion of the analysis of the data, the researcher
wrote-up the findings and results and conclusions of the study. Then, the final product was
presented and upon successful completion of the study, the researcher will securely store and
keep all data for seven years after the completion of the study.

Data collection, management, coding and analysis

Data collection and management

Data were collected throughout the duration of the study. At the beginning of the
semester, the Can-Do Inventories were collected by the researcher and placed in a file cabinet to
which only he had access. Also at the beginning of the semester, participants completed the
Cultural Backpack activity. These were submitted to the instructor/researcher for a completion
grade. This data was collected but not analyzed for themes until the semester ended. Throughout
the semester, participants were given the opportunity to discuss the cultural text individually.
There were four questions to be answered for each excerpt from the text, three were to check for
completion of the reading and comprehension of the text and the fourth was geared toward
having participants reflect internally more deeply about the culture presented as well as their own
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cultural background and what comparisons are there, if any. The discussions from all participants
were collected at the end of the semester and graded for completion by the researcher as part of
the class requirements. In addition, they were printed out and/or transcribed for analysis. At the
very end of the study and semester, the second set of Can-Do Inventories was administered,
collected and placed in the same filing cabinet as the rest of the data until the end of semester
and grades had been submitted. Upon completion of the semester and the study, all documents
were saved as word documents or scanned in and saved as pdf files. All identifying information
was removed from the documents and replaced with pseudonyms which the researcher created
upon the conclusion of the semester and study and the identification of the participants. All files
were saved in three different locations – two jump drives and a personal computer to which only
the researcher had access. All files were uploaded to Dedoose for coding and analysis.

Data transcription, coding and analysis

Data were analyzed in the following ways: qualitative data were coded and analyzed
by the researcher as soon as possible after completion of the study using the intercultural
competence and CRT frameworks. First, interviews were transcribed, coded and analyzed
upon completion of the course and submission of final grades. To transcribe the interviews, the
researcher listened to each interview several times to ensure accuracy of transcriptions and
transcribed in a notebook by hand each interview. Upon completion of all transcriptions,
transcripts were typed up and uploaded to Dedoose for coding and analysis. Coding of all
documents took several iterations to complete. This was to ensure that coding was as clear and
concise as possible. As the coding process proceeded, coding tables and definitions were refined
several times as codes for themes and subthemes were refined in Dedoose. Upon the researcher
completing the coding, documents were then selected for coding by a peer reviewer. Once the
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peer reviewer completed his independent coding of the documents, the researcher and peer
reviewer met in a private location to discuss coding and to ensure agreement on coding. The
researcher and peer reviewer were not in complete agreement about all codes at first. While there
was agreement on most primary codes, the differences occurred on the secondary and tertiary
codes. However, after discussion about these differences, codes were agreed upon at a rate of
nearly 100%.
Upon reaching agreement on coding, the researcher began analyzing data.
Interviews were first analyzed within-subunit with codes for themes from each individual
document and then between-subunits for recurring themes across all of the data. Not only were
the participants’ interviews analyzed, but so was interplay between data and researcher
(Strauss and Corbin, 1998). As a part of the analysis, data reduction did occur. The researcher
analyzed interview transcripts and reduced the data to overarching themes (Miles and Huberman,
1994). These themes were then color-coded and further analyzed for similarities and differences
regarding them between participants. The Can-Do Statement Inventories from the beginning of
the semester were compared with those from the end of the semester to see if there had been a
shift in participant intercultural awareness and if so how great or small. Qualitative data were
also largely analyzed using Dedoose.

Dedoose Analysis
All written data, such as discussion posts, interview questions and answers, cultural
backpack activities and Can-Do Statement inventories, were uploaded to Dedoose. All
documents/transcripts were denoted by marking themes and subthemes in text. Such themes and
sub-themes were color coded in Dedoose. Appendix H shows the codes for themes and
subthemes which were found in the data collected and where they were found. Using Dedoose
helped me to see themes and subthemes as I was parsing through the data because as I started to
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see and mark the major themes, the subthemes became more visible and noticeable. It took
several iterations to finally arrive at the major themes and place the subthemes, but seeing the
color coding and the break down of themes and subthemes in some data sources helped me to
continue to see them, or not see them, in other data sources. In addition, as I began to look more
closely at where the major themes and subthemes fell, and I looked at some other representations
of the data – word clouds and qualitative charts – I began to understand where they fell in
relation to each data set.

Representative Sample
For this study, a representative sample from each data set was used to analyze and discuss
findings. This representative sample of 3-6 participants per activity was chosen from the overall
final group of 9 participants in the study whose data were useable. In addition, some participants
were excluded from the analysis and discussion of certain activities, specifically the pre- and
post-interviews, due to the fact that they did not agree to be audiotaped. Participants in each
representative sample were also selected based on the nature of the responses in each activity and
how these responses represented the overall responses of all participants. Participants were
chosen based on how representative the responses were of the data analysis and coding.

Timeline
Data collection for the study began in February of 2017. After defending the
Prospectus in September 2016 and having it approved, I ensured that I had IRB approval from
both the college and the university before beginning the study. In February 2017, once IRB
approval was granted at both institutions, one class was recruited for participation in the study.
After confirming participation, data collection began and continued through the end of April
2017. Analysis of data followed once semester grades were submitted to the Office of the
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Registrar, approximately mid-May to August. Write-up of results and discussion took place from
October 2017 to December 2017. The final dissertation was submitted to my committee and
defended in the Spring of 2018. Table 5 gives an overview of my timeline.

Table 5
Timeline for the study
_____________________________________________________________________________
Date

Activities_________________________________________

September 2016

Prospectus defense

November 2016

Spelman College and GSU IRB submission

February 2017

IRB Approval Received/Study begins
Invite students in selected class to participate
Can-Do Statements inventory (pre)
Cultural backpack activity (pre)
Pre-interview of participants

February-April 2017

Collection of reflections on text by participants

April 2017

Can-Do Statements Inventory (post)
Cultural backpack activity (post)
Post-interview of participants

May – September 2017

Transcription of interviews and data analysis

October 2017

Peer reviewer meeting to discuss coding

October - December 2017

Write up results

April 2018

Defend dissertation

______________________________________________________________________________
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Position of the Researcher

The researcher was both directly and indirectly involved with participants in the
qualitative parts of the study. The researcher taught the class and had direct involvement
with the participant pre- and post-interviews. There was no direct interaction in the cultural text
reflections. Every other week participants discussed the text and perceptions of the text in an
individual document.
My experience as a college and university Spanish instructor proved beneficial to me in
this study. I have the ability to create a good rapport with college-aged and adult language
learners. Having been in their shoes as a second language learner myself, helped me to connect
with them on a more personal level.
My specific role with this study was to prepare the pre- and posttests as well as provide
the questions for discussion on the focal cultural text. I was also directly involved in the
participant interviews.
Two of the more difficult yet important activities of the study were the interviews with
the researcher. In particular, there were two aspects that made these interviews difficult: 1) the
fact that I, as the researcher, am a man interviewing women, and 2) the fact that I am a White
male interviewing African-American/Black females. Both of these aspects, gender and race,
carried with them certain pitfalls of which I had to be cognizant and careful to avoid. First, the
gender issue arises as sometimes males interviewing females can be seen as overbearing
(Seidman, 2013). As a result, the participants could have felt uneasy and therefore less willing to
share their stories with me. However, as the study began after the semester and I had already
established a rapport with the participants, there may not have been as much uneasiness during
the interviews. Even so, I needed to be aware of this and understand that what was shared in the
way of the participants’ personal stories may have been muted to a degree, at least during the
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first interview. Second, there was the race issue. As Seidman (2013) notes, it can be difficult for
Whites and African-Americans to interview each other. Specifically, there could be a distrust
between the respondents, the participants, and the interviewer, the researcher. In order to help
curb this possible distrust by developing rapport with the participants and allowing them further
opportunities to open up and tell their stories,, I used a two-interview structure, similar to the
three-interview structure which Seidman (2013) suggests. This hopefully allowed for trust to be
built between myself as the interviewer and the participants over the course of the study.
Regardless, research shows that “multiple, sequential interviews form a stronger basis for
creating a nuanced understanding of social processes” (Charmaz, 2003, 318). The social
processes here were interactions with the target culture(s) and with people from the target
culture(s). In addition, I carried out semi-structured interviews whereby I asked open-ended
questions allowing participants more space to tell their stories. I was careful to ensure the
questions were not leading prior to beginning the study. It has been noted that when they are
given space to tell their stories, participants “can respond to open-ended questions” especially
when race and gender tensions do not exist (Seidman, 2013, 105). Throughout the course of the
interviews I was also careful to listen more than I talked, to let them tell their stories without
interrupting.
There was also a third potential aspect in my positionality and that is the power hierarchy
that existed as I was the instructor and the participants were the students. This could have caused
the participants to be less comfortable in the interviews and therefore less willing to share their
stories. In order to hopefully alleviate this issue, as all students were interviewed, the names of
the participants were kept hidden from me until after the completion of the study and the course.
In addition, the rapport I built with the students prior to the beginning of the study as well as
during the study possibly helped create a more welcoming environment especially during the
second interview. This goes to my attempt to be non-exploitative and compassionate towards the
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participants (Berger, 2015). There is also the question of my being a White male interpreting
Black females’ perspectives on Latino experiences. I had to be careful to not let my subjectivities
and potential biases get in the way of an objective analysis of the data. In other words, I am an
outsider trying to understand the experiences of an insider (Berger, 2015).

Rigor of the Study
Credibility

In order to attain credibility in the study, I collected multiple data sources– Cultural
Backpacks, Can-Do Statement Inventories, cultural text reflections and interviews with the
researcher - throughout the course of the research to provide for triangulation of the data. These
provided converging lines of inquiry all leading back to conclusions. These include focused
interviews as well as reflections on the text. For example, data in the participant interviews, both
pre- and post-, were triangulated with data from the reading questions. Likewise, similar data
were triangulated from the participant interviews of Latinos. All qualitative data collected
throughout the course of the study serve as tangible evidence of what participants learned about
culture in the class.
As I was the teacher of the class which includes the participants, the principal
investigator assisted me in handing out and collecting consent forms. In addition, even though I
graded the students for this class and completion of all activities counted towards the final grade
of the class, the study itself and the participation in the study had no bearing on student grades.
Additionally, data collection was not completed until the end of the semester and was not
analyzed until after grades were submitted to the Registrar’s Office.
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Reliability and credibility

In order to ensure reliability of the study, I demonstrate that the operations of the study
can be repeated by other researchers (Yin, 1994). In order to further help with the credibility of
the research, I spent the majority of a semester in the field doing the study.

Validity
There are two types of validity in this case study. First, there is construct validity
whereby multiple sources of evidence were collected. There was also a definite chain of
evidence in the linear discussion of the study by the researcher. Second, external validity, or
logic of replication of the study, as noted above, has been presented (Yin, 1994). Also, I used
thick, rich description of findings to increase the validity of the study (Cresswell, 2014). Finally,
I showed transferability of findings to other language classrooms at other levels (McKay, 2006).

Ethical Dilemmas
Case studies carry with them several ethical dilemmas that must be addressed prior to
carrying out the study (Glesne & Peshkin, 1992). First, there is the dilemma of researcher as
exploiter. That is to say that the researcher uses others to carry out the study and gather data.
This also brings with it questions of power. This was especially important for me to address as
not only did I hold a position of power as the course instructor of the participants, but I also, as
noted above, held a position of power as a Caucasian male over the participants who are AfricanAmerican/Black females. In order to address this dilemma of exploiter and position of power, I
attempted to ensure that I provided a student-centered environment in my classroom.
Second is the dilemma of interviewer/reformer whereby there is an attempt to right
wrongs. While I did seek to address the issue of culture in the introductory foreign language
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classroom, my ultimate goal was not to right wrongs, but to introduce to the cultural
conversation new information that may help to improve curricula and student ICC/increase
intercultural awareness. Third, there is the possibility of becoming an advocate or taking a
position on the issue during research. In order to address this as a researcher, I stepped back and
let the data speak for itself at the end of the study.
Finally, is the friend dilemma. In other words, as a researcher I was careful not to
have friendly relations with my participants or others as this could have impacted data. Setting
and maintaining a good rapport with the participants was necessary, but anything beyond that
and beyond a researcher-participant relationship was guarded against.

Limitations

There are some important limitations to this study. First, although this study was
an investigation of introductory university-level foreign language courses, it was only conducted
at one college. Therefore, the findings are not necessarily generalizable. Second, the study only
involved one section of Spanish 101. This limited the number of participants, and thus the size of
the case, and also had an effect on generalizability. Also, the results hopefully add to the
literature and the discussion about foreign language pedagogical approaches, but they only speak
to the approach being used with one target language of study and at that only an alphabetic
language. Third, some of the cultural text used was written in Spanish so participants may have
had a little difficulty understanding those parts.
Even given these limitations, this study gave voice to postsecondary participants about
their learning experiences and their interactions with culture in the community as well as with
culturally authentic texts. This study has also continued the conversation about the importance of
incorporating culture into the introductory foreign language curriculum even at the
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postsecondary level. The limitations may exist, but the data has hopefully proven to be
significant in the overall discussion.
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CHAPTER FOUR
ANALYSIS OF THE STUDY

In Chapter 3, I described the methodology that was used in the study of the impact of
including culture, specifically subjective culture, in the curriculum of a postsecondary
introductory Spanish class. In Chapter 4, I return to discuss the initial research question: What
are foreign language learners’ perspectives on cultural instruction through a cultural text and
personal experiences in the Latino community? Discussion will center around exactly how I
selected focal participants and the documents which I coded and have used to help tell their
stories and experiences, both regarding previous foreign language and cultural instruction and
that of the class within which the study took place. Some of the stories relate to the following
topics: 1) the integration of culture into the introductory foreign language classroom as well as
the reason why participants think this is so important; 2) the ways in which participants see
themselves culturally; 3) how participants see the similarities and differences between their own
personal cultural struggles and those of the mestiza; and 4) how participants view the
relationships between Latinos and non-Latinos. I look first at each participant’s experiences
separately, using excerpts from data sources which have been carefully coded and then turn to
exploring the common threads between them all. I closely follow the table of codes (see Table 5)
using the definitions found in Appendix H.

The Class as a Case
This is a case study of one particular postsecondary introductory-level Spanish class.
Within this class there were 13 students. Of these students, a majority of them, 9, volunteered to
be a part of the study, either in part or in whole. The problem was not figuring out who agreed to
participate, but rather in what capacity they were participating. That is to say, six participated in
both the written discussions and activities as well as the interviews while three others only
agreed to participate in the written discussions and activities (see Table 6).

108

Table 6
Participant usable data
______________________________________________________________________________
Name

Can-Do

Cultural

Text

Statements

Backpack

Discussions

Interviews

_____________________________________________________________________________________

Bonnie

X

X

X

Claire

X

X

X

Grace

X

X

X

Hannah

X

X

X

X

Jane

X

X

X

X

Lisa

X

X

X

X

Mary

X

X

Megan

X

X

X

X

Sandy

X

X

X

X

X

X

______________________________________________________________________________

Whereas everybody had to complete each activity as part of the course curriculum for the
semester, not all students volunteered to participate and as such, some data had to be
discarded/ignored. For the participants, only the data which they agreed to share as part of the
study was focused on. In the end, only portions of the overall data were used to show the most
important trends which resulted from the study. Excerpts from data collected from the following
participants were used for this dissertation: Bonnie, Claire, Grace, Hannah, Jane, Lisa, Megan,
and Sandy (pseudonyms). In addition, only some of the documents from each selected
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participant were chosen for coding and analysis (in one case only one was). This is because these
documents were the most representative data.

Participant Descriptions
Each participant explicitly described themselves in two ways – through demographic
questions at the end of the first interview and through the Cultural Backpack activity. Some selfdescription was also given implicitly in the interviews as well. The interviews of some of the
selected focal participants could not be used for the study due to non-agreement to be audiotaped
by the participants, so therefore the descriptions of those participants are incomplete. While most
of the participants described themselves as either Black or African-American, two, Sandy and
Hannah, described themselves as being from other backgrounds. All participants, who identified
themselves through the interviews, described themselves as having come from middle class
backgrounds. Finally, the majority of participants were between the ages of 18-24. Therefore, the
majority of focal participants had come to the study as self-identified educated women (see Table
7). Specifically, this part of the discussion will lead to discussion on curricular shortfalls and
future implications at the secondary level and before.
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Table 7
Study participants
_____________________________________________________________________________________

Name

Age

Ethnicity

Socioeconomic
Background

______________________________________________________________________________
Bonnie

X

Black

X

Claire

18-24

Black

Middle Class

Grace

X

African-American

X

Hannah

25-50

XX

Jane

18-24

African-American

Middle Class

Lisa

18-24

African-American

Middle Class

Mary

X

X

X

Megan

18-24

African-American

Middle Class

Sandy

18-24

African-American/XX

Middle Class

Middle Class

______________________________________________________________________________
(X means missing data; XX means additional ethnicity)

Data Sources and Analysis

Can-Do Statements for Intercultural Communication (ICC)
Introduction
The first activity that participants had to complete was a selection of questions from the
Can-Do Statements Inventory (Appendix D), which were developed by NCSSFL-ACTFL in

111

order to help gauge and assess student ICC abilities and increases in intercultural awareness, that
is their ability to recognize different situations that may arise as well as cultural differences
which may help them communicate in different ways and in different situations in the target
culture(s). This activity was completed in the first week of the study, with the hope of providing
a starting point for participant ICC, as well as in the last week of the study, as a follow-up to
gauge any possible shifts in participant ICC. The data were uploaded to Dedoose and coded by
themes and subthemes based on participant responses. The focus was on their cultural
understanding and abilities, but attention was also paid to what they perceived participants were
unable to do. Most of the participants were consistent in their responses to this activity, showing
consistent levels of ICC, with three checking all statements on both the pre- and posttests. Most
participants perceived that they could do almost all, if not all, of the tasks listed at both the
beginning of the study and the end of the study. However, the “other cultures” were not defined
explicitly as the target cultures of the study and therefore it was hard to judge ICC levels or
increases in intercultural awareness with regards to the target cultures.

Analysis
Only three of the participants, Claire, Megan and Jane, indicated by their responses that
they could complete all of the tasks listed both at the beginning and the end of the study. Two
others, Lisa and Bonnie, left some unmarked, indicating that they felt they could not do them, at
the beginning of the study. However, by the end of the study they had both indicated that they
felt they could do all activities. These response patterns could indicate increased ICC awareness
and understanding of other cultures. Three other participants – Grace, Mary and Hannah – had
inconsistencies in their responses. Initially, they had indicated that they could not do one or more
of the activities on both the pre- and posttests. The issue that arose is that in some cases what was
initially marked as a task they were able to do, was not marked as such at the end of the study.
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These inconsistencies make it difficult to accurately gauge ICC.
For example, on the pre-test Grace marked six of the abilities affirmatively, leaving the
following three blank:

____ In my own and other cultures I can identify examples of entertainment, social media
and literature and people’s attitudes toward them.
____ In my own and other cultures I can use rehearsed behaviors when purchasing items
in a familiar setting
____ In my own and other cultures I can act appropriately when obtaining food in
familiar situations, such as grocery shopping, eating in a restaurant, etc.

This would indicate that she came into the study with some level of ICC and cultural
understanding. Her post-test responses were similar, in that she answered seven of the nine in the
affirmative and two were left blank. One of the two that were left blank was the same as on the
pre-test:

____ In my own and other cultures I can use rehearsed behaviors when purchasing items
in a familiar setting

However, what is intriguing and a bit problematic in gauging ICC is that one of the two that was
left blank on the posttest, indicating an inability to do it, was one that she had indicated she could
do on the pretest:

____ In my own and other cultures I can identify whom people consider to be part of
their family.
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While going from not knowing how to do something to knowing how to do it is expected, the
reverse is not true. This makes one wonder why the responses to that question are different. Was
it a misinterpretation of the prompt the first time around? A better understanding of the prompts
the second time around? It is interesting to note that Grace was not the only participant who had
this happen. This is problematic in that it does not allow for the best interpretation of the
effectiveness of the assessment on measuring ICC growth.
A final participant, Sandy, also had interesting response patterns, but for a different
reason. At the beginning of the study, Sandy marked only the following ability with a check,
indicating her ability to perform that particular task:

____ In my own and other cultures I can identify some products that reveal a stereotype
or exaggerated view of a culture.

This shows limited ICC. Toward the end of the study, when the post-test was given, Sandy gave
a different set of responses to the tasks. She answered affirmatively, “yes” to six of the nine
tasks, negatively, “no”, to two and “maybe” to one. Therefore, it would seem as though her ICC
shifted positively during the course of the study. The question here becomes, to what is this
increase due? Is it due to the activities that were a part of the study or the cultural readings from
the textbook or perhaps some other factor(s)?

Summary and Findings
This activity is a good example of how culture is not simply “the acquisition of facts”,
but rather it is “a constructivist process” (Social Science Education Consortium, 1999, p. 10).
That is, that culture entails learning, in addition to general historical information, how to interact
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in many different situations when immersed in the target culture. This activity also addresses the
need for indirect evidence, in the form of assessment instruments of intercultural competence as
mentioned by Deardorff (2011). With regards to ICC, it is clear from this assignment that all
participants entered the study with some level of ICC or intercultural awareness, whether it was
that they knew how to do some or all of the tasks in the activity. One of the “issues” with ICC is
that it is not rigid with a set starting point for everybody, or even a set ending point, nor does it
offer a timeline for “completion”. Rather, it is fluid and ever-changing and each individual enters
the fold at a different level of intercultural awareness depending on educational history and life
experiences. Therefore, ICC is not a product but an ongoing and arguably never-ending process
and so it is difficult to accurately pinpoint somebody’s ICC or intercultural awareness at any
given moment. With regards to the task at hand, those participants that began the study
indicating that they could do all of the tasks in their own and other cultures – Claire, Megan and
Jane – seemed to show the most intercultural awareness at the beginning. However, in looking at
the post-assessment, Sandy seems to have clearly had the greatest positive shift in ICC based on
this assignment as she went from indicating she could only do one task on the pre-test to
knowing how to do six, possibly seven on the post-test.
What is puzzling, however, is that for some of the participants it was difficult to gauge
intercultural awareness as their answers differed from the pre-test to the post-test. That is to say,
that, as in Hannah’s case, she indicated that she was able to do all but one task on the pre-test and
post-test, but those two activities varied from one test to the next. Therefore, there was a slight
lack of consistency in her answers. Grace had a similar issue where she indicated she was unable
to do three tasks on the pre-test and two on the post-test. The inconsistency for her was that
while she showed she could do two of the three tasks at the end that she could not at the
beginning, at the end she showed she could not do a task that she initially said she could.
Therefore, it would seem that with regards to this study, in some cases the Can-DO Statements
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showed benchmarks of where participants were in their ICC development, but in other cases they
were inconclusive as to development and growth. The example of greatest increase in
intercultural awareness, according to this instrument, was Sandy who, by the end of the study,
had shown, using Byram’s model, an increase in savoirs, or knowledge of self and others, as well
as an increase in savoir comprendre, or having the skills to interpret and act on tasks in the target
culture. This also places her on the second tier of Deardorff’s Pyramid, whereby the learner
demonstrates a knowledge and understanding of the target culture as well as the skills to analyze
situations and be able to relate to members of the target culture. In general, being able to do any
of the noted tasks also indicates a level of acceptance, if not an ability to adapt to the target
cultures, according to Bennett’s model. In general, however, due to the mixed nature of the
results, the Can-Do statements did not yield as strong of results as some of the other parts of the
study. What could have made for richer data would have been to explain that “other cultures” in
the instance of this study referred to Latino and Spanish cultures. In other words, this instrument
asks more general questions and what would have been more effective here is making the
questions more specific to the target culture(s). In this way, the answers given would have
yielded stronger results and a better indication of ICC growth with regards to the target cultures.
With regards to CRT, this activity did not allow participants to tell their story and therefore could
not be used as part of the CRT analysis.

Cultural Backpacks
Introduction
The second assignment that participants had to do for class that was attached to the study
as well is a cultural backpack (Appendix C). A cultural backpack is an invisible backpack that
people carry with them wherever they go which contains “artefacts” exemplifying who each
person is culturally. This idea was developed by Peggy McIntosh (1989) as a way to discuss
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white privilege. However, in the case of this study, with all participants being minoritized
women, the activity was used to understand from the participants their struggles and beliefs and
how they see themselves in the world. In essence it was the beginning of the cultural
conversation that encompassed the study. For this activity, participants were asked to draw
pictures of themselves and describe how they perceive themselves in the world as well as how
they experience the world around them through their senses. In doing this exercise, participants
were asked to unpack their heritage and discuss what makes them the people they are today,
culturally speaking. The idea behind this exercise is that participants would begin to think about
themselves through a cultural lens before they began to think about others. By thinking about
themselves and understanding their own cultural backgrounds, participants would be better
equipped to begin to study and understand other peoples and cultures, specifically in this study
the target Spanish and Latino cultures, thus increasing their intercultural awareness. Documents
were uploaded to Dedoose and analyzed for themes and subthemes. Once themes and subthemes
were determined, data were analyzed based on the two theoretical lenses, and specifically based
on the three models within the ICC frameworks.

Analysis
There were eight cultural backpacks that were analyzed. Each participant had something
interesting and important to say about themselves. However not all are included in this
discussion. The most representative examples come from Lisa, Megan, Grace, Sandy and Mary.
First, Lisa, a traditional student who identifies as African-American, gives the following remark
with relation to her eyes:

I see people of my same origin of all different shades and sizes.
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This is interesting as it suggests that she sees diversity within her own ethnic group. The question
that this evokes is does she see diversity in other groups as well and if so what does she see and
how? This is also important because it seems to indicate that she is already looking for and
finding diversity. Therefore, she is already showing, on Deardorff’s pyramid model, the requisite
attitudes of respect for other cultures and openness to other cultures.
Next, Megan, a traditional student who self-identifies as African-American, talks about
her ethnicity as well, but in a much more personal manner:

MY SKIN: makes me feel proud about my roots and where I come from.

This seems to indicate that she is proud of her heritage and views it as a source of pride and
confidence in herself. Again, this is important as one must accept themselves and their culture(s)
first, before accepting those from different cultural backgrounds, according to Bennett’s model.
Another student, Grace, shows extreme pride in who she is:

I am black from my head down to my feet. African-American, Afro-Caribbean, I am me.

Again, here is someone who is proud of who she is and from where she comes. There is no
hesitation to embrace her heritage. Grace has no problem identifying herself through the cultures
to which she belongs. It is important to note that she identifies herself as having a multicultural
background.
Sandy, who also identifies as African-American, also describes the pride she has in who
she is and what she has:

Natural hair: appreciate what I have and not lust for what others have.
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Mary, who did not identify herself ethnically or culturally, opted to discuss her openness
to learning about others through the following description:

Feet are the way for me to see and explore the world

Here is someone who recognizes the importance of experiencing the world around her. This
desire to “explore the world” demonstrates a certain level of ICC in that she is trying to burst out
of her cultural bubble. Like Sandy, she also shows a desire to increase her savoir apprendre.
This desire is also important in the ability to move across the stages of Bennett’s model from
ethnocentrism to ethnorelativism in the development of ICC.

Summary and Findings
This activity served two purposes: a) it served as a starting point for gauging ICC; and b)
it was, in a way, part of the introduction to the cultural text to be covered in class. In
Borderlands: La Frontera, Anzaldúa (2012) discusses her own cultural backpack. She says “Yet
in leaving home I did not lose touch with my origins as lo mexicano is in my system. I am a
turtle, wherever I go I carry “home” on my back” (p. 43). Thus, she stresses the importance of
never losing sight of who you are as an individual no matter where you go or how far you stray
from “home”. As noted above, each participant had something interesting to say which gives
insight into who they are and where they are in terms of their ICC. All comments were
introspective, but some exposed more vulnerabilities than others. Returning to the definition of
intercultural competence offered by Deardorff (2014), “knowledge of others; knowledge of self;
skills to interpret and relate; skills to discover and/or interact; valuing others’ values, beliefs, and
behaviors; and relativizing one’s self” (p. 14), it is clear that the participants are beginning to
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demonstrate ICC if they have not done so already and are building on what they have. Lisa is
starting on the base level of Deardorff’s Pyramid amassing the requisite attitudes as previously
mentioned. She is beginning her ICC journey. Sandy and Mary are also, based on this activity,
beginning their ICC journeys in terms of Byram’s model as described above. All of the
participants are at least recognizing their knowledge of self, if not also beginning to relativize
themselves through, for example, in Mary’s case, an apparent desire to burst the cultural bubble
and explore the world. In addition to intercultural awareness, or at least where it stands at the
onset of the study, the cultural backpack activity has given participants a chance to begin to tell
their stories, a key tenet of Critical Race Theory (CRT) (Delgado & Stefancic, 2001, 2012;
Dixson & Rousseau, 2006; Zamudio, Russell, Rios & Bridgeman, 2011). In giving participants
the chance to talk about themselves and their culture and the ways in which they view the world,
the conversation has been opened up, a conversation which makes them vulnerable while
providing for them a forum to speak. This conversation continues in the interviews. The major
finding here is that participants have be given an opportunity to begin to tell their personal stories
and as such have taken this opportunity to do just that. They are beginning to open up about who
they are culturally and what makes them the way that they are. In addition, through their own
cultural self-analysis, participants are beginning to lay the groundwork for being able to learn
about and better understand the target culture(s).

Pre-Interview
Introduction
The initial participant interview with the researcher (Appendix E) was developed in order
to give participants an opportunity to discuss their knowledge of and experiences with the Latino
and Spanish cultures as well as their understandings of Latino relations with other cultural/ethnic
groups. It took place within the first two weeks of the study in order to give an idea of where
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participant ICC appeared to be at the beginning of the study. In addition to telling their stories,
participants were also asked about their goals for class and their Spanish education as well as
their progress in class. This activity was completed within the first two weeks of the study. The
interview covered topics ranging from student progress in class so far and goals for the class and
Spanish education in general to discussions about their experiences with the target culture(s). In
addition, there was discussion regarding what participants saw as the relationships between
Latinos and non-Latinos in general and with regards to specific groups of non-Latinos. Finally,
the discussion ended with the participant voicing their opinion on learning about the target
culture(s) in the classroom in addition to the target language. These interviews were transcribed
by the researcher with identifying information, such as hometowns, ethnicities and names of
people and schools, indicated by [XXX]. Transcripts were then uploaded to Dedoose and coded
for themes and subthemes. Interviews were then analyzed using both the ICC and CRT
frameworks, looking specifically for any indicators of lack of intercultural awareness, increase in
intercultural awareness, based on the three models noted, and the telling of personal stories.
There were six interviews that were coded an analyzed – Sandy, Megan, Jane, Lisa, Hannah and
Claire.

Analysis
Sandy
Sandy is an 18-24 year old woman. She describes her ethnicity as African-American, and
her heritage as being from another country. She comes from a middle class background. She is
also a non-resident of this state. The interview started with her discussing how she felt she was
doing in class at the time the study began.
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Excerpt 1.1:
01 RB: How do you feel you are doing in class so far?
02 Sandy: I think I’m actually doing better than I expected. Like when I got my test back
03 I was really happy ‘cuz I was like I-I did study really hard for it but at the same time
04 it’s like languages aren’t my strong point. Like if you give me a math equation, I can
05 do it or give me some chemistry, but like languages is hard for me because
06 like…when, like I can comprehend what you give me to read but like speaking and
07 orally or sometimes writing it that’s when it’s difficult. That’s where the wires get
08 crossed so I so it it makes me nervous and it frustrates me sometimes but I’ve, I think
09 I’m doing better than I usually do in languages, so I feel conf-pretty confident. And
10 like I was picking up the conjugations of the –ars, the –ers and the – irs…I’m
11 gonna have to study what we did today ‘cuz I was mostly kinda confused with
12 some points so I’m just gonna go over it when I get back to my dorm and practice
13 with some Quizlets online, stuff like that. But for the most part I feel pretty
14 confident in what I’m doing. So I’m happy.

As she discusses her progress, she notes the difficulties she is having, but also notes that she is
happy about where she is. Also of note, is that she references difficulties with language skills,
but makes no mention of the cultural piece of the language learning equation. The conversation
then moved to her goals. First, we spoke about her goals for her Spanish education in general.

Excerpt 1.2:
01 RB: What are your goals for your Spanish education?
02 Sandy: I wanna, I want to actually be able to hold a conversation in Spanish…so that
03 way when I go home I can confuse my family [laughs]. But like I wanna be able ta
04 speak, ‘cuz like I’m [XXX], and the thing is like I understand my whole language but
05 I can’t speak it fluently at all. So like if you ask me to translate what someone says, I,
06 it’d be 99 to100% perfect, but if you ask me to reiterate it orally I can’t speak so I
07 think, so I’m trying to take it step by step, and I know Spanish is like the lang - the
08 language that I’m native to is harder than Spanish, so if I can start with Spanish and
09 speak it better, then maybe I can start picking up my language better too.
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Here, she speaks seriously, with a little jesting, about wanting to achieve fluency in the language.
This is not an uncommon goal for students, that is mastering the spoken language. Sandy brings
an interesting comparison to the conversation in that she talks about the skills she has, and lacks,
in her family’s native language, not English, and how she feels that learning to speak and interact
in Spanish will help her do the same with her other language. Again, we see the focus is on
linguistic and not cultural growth. Her comments on her goals for the class are similar to these
comments in that she expressed a desire to practice conversing in class to get better, more fluent
in the language.
It is at this point in the interview that we start speaking about her knowledge and
understanding of the target culture(s), specifically Spanish and Latino. However, it becomes
clear that although she states that she had been exposed to the cultures, the level of her exposure
is limited, indicating a possibly limited level of ICC.

Excerpt 1.3:
01 RB: Have you studied Spanish-speaking cultures before?
02 Sandy: Yes.
03 RB: If so, where and when?
04 Sandy: I did it in…I know I did it in high school. I did it in high school for three
05 years…and…I don’t think I did it in middle school. No, I didn’t do it in middle
06 school. And then, you know, Dora the Explorer, I lived off of that, so…

She had to think about when she did learn about Spanish-speaking cultures and her experiences
were in the high school classroom and with a popular children’s cartoon that taught English and
Spanish. Furthermore, when asked about her knowledge of which countries speak Spanish and
their history, her knowledge was limited to three countries – Mexico, Spain and Peru. It is
interesting to note that as the discussion turned to Spanish and Latino culture, there was a
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hesitancy on her part regarding what was meant by Spanish culture.

Excerpt 1.4:
01 RB: Do you know anything about Spanish culture?
02 Sandy: …Wouldn’t that like, that’s like primarily Spain, right?...

While she was ultimately correct, the issue here is that her hesitancy reflects that she was not
sure to what “Spanish culture” referred. This is confusing as there is a difference between
Spanish and Latino culture as well as differences within each country. The same issue existed
with regards to her knowledge about Latino culture.

Excerpt 1.5:
01 RB: What experiences… uh-do you know anything about Latino culture?
02 Sandy: No, ‘cuz I don’t, no.
03 RB: Okay…what experiences do you have with Latino culture?
04 Sandy: Um…well okay Lat-, Latinos are like Spanish-speaking people right?...

Both of these examples were not unique to Sandy, but can be seen in other participants as well
and are examples of a missed opportunity at other levels of language instruction to differentiate
between Spanish and Latino culture. Sandy does continue the conversation discussing a custom
that is unique to Latino culture – the quiceañera. She describes personal experiences having
attended quiceañeras and shows a good knowledge of what they mean and compares and
contrasts this celebration with that of the Sweet Sixteen in the United States. This is Sandy
opening up and sharing her story with us, which is a great example of counter storytelling, a key
part of CRT. This analysis shows that she did possess some intercultural awareness at the
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beginning of the study.

Excerpt 1.6:
01 Sandy:…So, I went to my friend’s Quinceañera, I went to some of their
02 Quinceañeras and like it’s so beautiful and sweet, it’s like, ‘cuz like in America it’s
03 like Sweet Sixteen and then when people are like eighteen then you’re an adult and
04 they’re twenty-one ‘cuz you can drink and stuff like that, but for them it’s like a girl’s
05 crossing that border from girldom to womanhood and it’s like a beautiful process
06 that you’ve seen how she’s grown in the first fourteen years and how she’s
07 [inaudible] found herself in the…in her community as a woman…

As the discussion continues, we moved to specific Latino cultural experiences, like Cinco de
Mayo, Day of the Dead and Hispanic Heritage Month. All of her experiences with and
knowledge of these events are limited and some of her information is not correct. For example,
she points to Cinco de Mayo as Mexican Independence Day and she includes Day of the Dead in
her conversation about Hispanic Heritage Month. Again, this points to an overall lack of depth of
knowledge of the target cultures as well as a knowledge of just objective, or surface, culture. Her
limited ICC is still apparent here.
I next asked Sandy about whether or not she knew any Spanish-speakers outside of class,
The goal was to see if she knew native Spanish-speakers, but her response pointed to her
knowing people on campus who had learned Spanish and were fairly fluent in it. This part of the
conversation did yield discussion on culture, and again showed that Sandy does understand the
importance of learning cultures other than one’s own. This is an example that indicates that she
possessed intercultural awareness at the beginning of the study.

Excerpt 1.7:
01Sandy:…Once like we talked about Afrolatinos in [a class] she understands why it’s
02 important to pay respects to other cultures, not just our own and all that stuff. And
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03 then my other friend, she’s pretty fluent in Spanish and she’s actually a Spanish minor
04 and teaches us like Spanish, from seeing a different culture she’s uh more aware of
05 things and how things work and how certain pieces of the world are how they are and
06 why we should learn more about other cultures and other things because if we just
07 roadblock ourselves to only American culture we won’t understand what goes on in
08 the real world and stuff like that.

The conversation then turned from the participant’s general knowledge of Spanish and
Latino culture to her knowledge about Latinos here in the US and more specifically in this state
and this town. Almost immediately, she uses the terms Latino and Hispanic, which do not
necessarily refer to the same people, interchangeably.

Excerpt 1.8:
01 RB: Tell me what you know about Latinos in the USA, in this state, and this town.
02 Sandy: Okay…in the USA many of the like Latinos or Hispanics that make up the
03 nation, most of them are illegal,

Later in the conversation, Sandy interchanged Latinos and Spanish.

Excerpt 1.9:
01 RB: Are there any Latinos in your community where you live?
02 Sandy: No…no, not really. It’s like, you’ll get like a a drop a Asian or a drop of
03 Indian or Middle Eastern somewhere, but not really Spanish.

These misuses of the cultural terms could indicate a lower level of intercultural awareness. The
concern here is that there needs to be a distinction made between these groups. Latinos,
Hispanics and Spanish are three separate groups. Not knowing these distinctions is indicative of
the need for cultural instruction at all levels, particularly at the first semester postsecondary level
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of language instruction.
Another issue that comes up quickly in the part of the conversation regarding Latinos in
the US, this state and this city, is Sandy’s assertion/understanding that most Latinos in the US
are here illegally. According to Baker (2017), this is not true. The largest group of illegal
Hispanics or Latinos come from Mexico and they make up approximately 12% of all Hispanics
in the United States. Even if the illegal immigrants from El Salvador (1.3%), Guatemala (1.2%)
and Honduras (0.7%), the next three largest groups are added in, that makes up less than 15% of
all Hispanics in the United States. Therefore, most Hispanics or Latinos in the United States are
here legally. Sandy’s statement, then, is a stereotype or overgeneralization. Furthermore, Sandy
seems to not have much knowledge of the presence of Latinos in this state or this town. Perhaps
this lack of recognition of Latinos is due to her being on campus most of the time and being a
non-resident of this state. Here we see the idea of a cultural bubble enveloping the participants
and keeping them “shielded” from the other cultures that are around.
The next questions were about the participant’s recognition of Spanish-speakers in their
own communities, churches and groups of which they are a part. When asked about the presence
of Spanish-speaking people in her community, Sandy said no, qualifying this comment with the
fact that her home community was “fairly Black and White people”. This could be another
example of the cultural bubble in which she has lived/lives and an indication that cultural
education in the classroom might be the first step to breaking the bubble and illuminating the
other cultures that are around.
The discussion then turns to Latino-Non-Latino relations, in general and relations with
African-Americans, White Americans and Asian-Americans in specific. In general, Sandy
noted that the relations were both positive, in the sense that different people are cool, and
negative, given the news in 2016 and 2017 surrounding President Trump’s administration’s view
on immigration, and how attitudes about different cultures have changed as a result. This shows
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the presence of ICC in that she recognizes both aspects of the relations. With regards to AfricanAmerican feelings about Latinos, Sandy had the following to say:
Excerpt 1.10:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans?
03 Sandy: Okay…so this is like a constant thing. And we talk about this in [another
04 class] and everything. So it’s like, I feel like they feel like they’re a part of us, ‘cuz
05 they-they’re oppressed too. But it’s like we have different kinds of oppression, so
06 we’re “We’re cool with you guys, but at the same time you guys aren’t us and we
07 aren’t you”.

She talks about the relationship drawing on knowledge and understanding gained from
other classes. She notes that both groups are oppressed, but in different ways. This
acknowledgement seems to point to her possessing some of Byram’s savoirs, that is knowledge
about herself and others. There seems to be a respect, but also a desire for Latinos to separate
themselves from African-Americans so that they can both fight their own oppression. This
shows, once again, that Sandy possesses some intercultural awareness at the beginning of the
study and that she is developing a critical eye towards culture and cultural relations and
similarities and differences. When the conversation is flipped to Latino feelings about AfricanAmericans, she had the following to say:

Excerpt 1.11:
01 RB: How do you think Latinos feel about African-Americans?
02 Sandy: Honestly, sometimes I feel like they’re just like honestly…sometimes they’re
03 like “Oh, we’re cool” and then other times I feel like they’ll think like “Oh they’re
04 always going to where we talked about about being oppressed or Black Lives
05 Matter, but what about us or about Native Americans but what about like other s06 Other ethnicities and minorities that are oppressed too, but everyone focuses on
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07 Black people”. So I feel like sometimes they feel like [sigh] we don’t get our due
08 rights or attention [inaudible].

While the sentiments of being okay with the other group are shared, Sandy also posits that
Latinos feel that they are not given their due as an oppressed group, given all the attention that
has been paid to groups like African-Americans. Again, this is an indicator of her intercultural
awareness. She invokes Black Lives Matter as an example of this. One thing she does not note,
however, is that some Latinos and Hispanics are also black, so there is a double oppression going
on for them. Her developing critical eye is also noticeable in her response to the next question.

Excerpt 1.12:
01 RB: Ah how do you think Latinos are regarded by White Americans?
02 Sandy: See…So okay so…I know, I know the real aspect and I, and then I see my
03 personal. From the personal way, from the friends I have, they’ll treat them politely,
04 they’ll treat them [inaudible] just like as if they’re the same person [inaudible] as
05 them, so it’s like they’ll regard them in the same manner. But then, like older
06 generations, they’ll be like “Oh, you’re like my maid or you’re like my busboy or
07 this, this and that, or here’s your little tip”. So it’s like…with the time changing and
08 with certain people’s mindsets it’ll also be either positive or negative.
She discusses here a generational difference in White American’s feelings toward
Latinos. She discusses that the older generations tend to have a more negative, almost
subservient view of Latinos, but that younger generations are able to see Latinos in a more
positive, equal and accepting light. Her view of how Latinos feel about Black people is a little
more skewed toward the negative side.

Excerpt 1.13:
01 RB: How do you think Latinos feel about White Americans?
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02 Sandy: Probably feel about the same way about Black people. Like, they’re the ones
03 who brought us here, they’re the ones who…um…have like… impoverished us,
04 oppressed us, made us feel as if we’re not important, and now they want to keep
05 things the way they were or make it worse, like how it was in old times. But, that’s
06 can’t happen anymore. I think that they were all equal, we all have our own rights to
07 do what we want in the world and to be successful [inaudible], so I feel like we
08 should all have a calling.

When the question is turned around, the answer becomes negative in every sense. Sandy is of the
opinion that Latinos might be blaming all whites for their poverty and oppression in the United
States. However, she seems to feel that all people have rights and none should be oppressed. The
last group that we spoke about was Asian-Americans and Sandy’s responses were rather brief
and seemed to indicate a lack of knowledge on the subject. Overall, Sandy provided very
thoughtful responses and analysis of the questions and her answers indicated that she did have
some intercultural awareness at the beginning of the study.
The last two questions of the interview had to do with culture in general and learning
culture. When asked what the benefits would be of having different linguistic groups in your
community, Sandy’s immediate response was culture-based.

Excerpt 1.14:
01 Sandy: You’d be more immersed in culture and what goes on…

This response shows that her mind is showing an awareness of not only the Spanish
language but also the target culture(s) and the impact they can have on society as a whole. She
also responded in the affirmative to being interested in learning culture in addition to language in
a language class. When asked why, she gave the following response:
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Excerpt 1.15:
01 Sandy: Because I feel like…ignorance isn’t always bliss because if you don’t know
02 what’s going on around you, you can’t make the best cultural deci-decisions for the
03 population. Like, with the whole uh Black Lives Matter…people make up good
04 points but it only benefits Black people. It should benefit not just us, but other
05 minorities ‘cuz they’re also being oppressed.

Her main point is that cultural knowledge is important to understanding society as a
whole and all cultural groups cannot be helped if they are not understood. She shows compassion
towards Latinos as well. Again, she talks about the shortcomings of Black Lives Matter in that
all oppressed groups need to have a voice and be understood. Overall, as a result of the interview
pieces of Sandy’s seemingly already existent ICC come into focus in most of her answers which
when put together give a good indication that although she has some basic misunderstandings
about objective culture, she is thinking critically and making connections on a larger scale. In
addition, if we look at Byram’s model, Sandy shows that she possesses general saviors as well as
some savoir être, or the idea that here she is showing the attitude of valuing others and moving
towards relativizing herself, which is also indicative of a positive shift along Bennett’s model
towards ethnorelativism. With regards to culture, she mentions it either explicitly or implicitly
four times, with one reference to objective culture and three to subjective culture, mostly
focusing on process and not product.

Megan
Megan is an 18-24 year-old African-American woman. She, like Sandy, identifies herself
as coming from a middle class background. She is also a non-resident of this state. Her responses
were much shorter than Sandy’s, but this was just because they were more direct and succinct.
When asked how she felt about her progress thus far in class leading up to the beginning of the
study she responded that the course was more a review for her and that she was doing okay by
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her standards. With regards to her goals for her Spanish education she said the following:

Excerpt 2.1:
01 Megan: I want to…understand it more ‘cuz I feel like in high school I was more like
02 just memorizing it instead of really learning it…so I’m trying to take it all in and not
03 just like trying to get by like one chapter just taking it all in really like learning the
04 information.

Megan seems to want to gain a better grasp of the language and all information present in each
chapter. She goes further with her answer to the next question, citing a desire to learn culture:

Excerpt 2.2:
01 RB: What do you hope to achieve in class?
02 Megan: I want an A! [laughs] So, that would be nice. I hope to achieve um
03 understanding the culture and the language and really like embracing it.

It is important to note at the beginning that she has a desire to learn about the target culture(s).
She is the only participant to have mentioned cultural understanding as a goal in class. The next
set of questions starts looking at her existing intercultural awareness. She does indicate having
studied Spanish-speaking cultures before, at the secondary level. Also, while she does not know
much about the history of countries that speak Spanish, she does know where in the world
Spanish is spoken. She also demonstrates her limited knowledge of the Spanish and Latino
cultures.

Excerpt 2.3:
01 RB: Do you know anything about Spanish culture?
02 Megan: …I don’t, honestly no. I don’t feel like I know very much.
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03 RB: Do you know anything about Latino culture?
04 Megan: …I know about their food [laughs]. That’s about it.

In terms of ICC, it would appear as though she has less ICC awareness than Sandy. For example,
in Byram’s model, she demonstrates a lack of saviors, or knowledge of others, in particular those
from the target culture(s). However, everybody entered this study with a different level of ICC
awareness. Also, Megan’s knowledge about Latino culture, at least in the general sense of the
above questions, is limited to objective culture – food. Even when asked about specific
knowledge of Latino holidays/observances, she indicated that she had no prior experience. That
being said, she does talk about some personal cultural experiences she has had in Spanishspeaking countries.

Excerpt 2.4:
01 RB: What experiences do you have with Latino culture?
02 Megan: Um…My…freshman year I went on a mission trip to Nicaragua, so I spent
03 some time in there. And then Junior year, I went to Dominican Republic, so I spent
04 time…just like talking to the people and learning more about how they live and where
05 they come from.

As was the case with wanting greater cultural understanding, Megan’s travels were unique to her
story and aided in increasing the ICC awareness she had entering the study. Furthermore, with
her answer, Megan implicitly indicates a desire to learn about other people and cultures,
something which is best done studying and travelling while immersed in the target culture(s).
With regards to ICC, this exchange also demonstrates that she possesses some savior être and a
desire to increase this valuing of others and others’ cultures. When asked about whether or not
she knows any Spanish-speakers outside of class, she talked about her friend from home who is
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fluent as his family is from the Dominican Republic. Taking this part of the conversation further
she was asked some questions about her recognition of Spanish-speakers in various places in her
life.

Excerpt 2.5:
01 RB: Are there any Spanish-speaking people in your community?
02 Megan: …Um, yes, my Spanish teacher who I’m very close with, she is…Cost-from
03 Costa Rica, yeah.
04 RB: Are there any Spanish-speaking people in your church?
05 Megan: No.
06 RB: Uh are there any Spanish-speaking speaking people in groups that you are a part
07 of?
08 Megan: No.

Megan is also quick to say that there are no Latinos, or she doesn’t know any, in her current
community. Furthermore, Megan appears to have little to no knowledge of Spanish-speakers
around her. This could be due to the cultural bubble in which she may live. At the same time, it
could be from lack of cultural instruction prior to the study. She seems to also know little about
Latinos in the US, this state and this city. She points out again that she is not from this state and
so that is why her knowledge is limited, however her answer is interesting in that she discusses
the population of her hometown.

Excerpt 2.6:
01 RB: Tell me what you know about Latinos in the USA, in this state and in this city.
02 Megan: [inaudible] Um…I know…most of them pry speak the language…um…I
03 don’t really know about in this state particularly I haven’t seen any, but I’m from
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04 [XXX] so like there’s a very mixed diverse group of them there. Um, and mostly I see
05 them like when I’m going ta restaurants, like Mexican restaurants and stuff like that.

Here she notes the diversity that exists in her hometown and that she does see Spanish-speakers
working at restaurants. Therefore, she does take note of them, however, due to her limited time
in this state and this city as well as her being confined to one space, campus, her being able to
see them is limited unless she leaves campus as there are very few of them on campus.
It is at this point that we turn to the discussion about Latino – non-Latino relations and
what she knows about them. As with Sandy, we start in general terms and then talk about
specific groups of non-Latinos. She describes this relationship in not so pleasant terms.

Excerpt 2.7:
01 RB: How do you…think Latinos are regarded by non-Latinos?
02 Megan:…Like how do they feel other people feel about them? Um, I feel like a lot of
03 Latinos get frustrated sometimes because people who aren’t from their coun-culture
04 think they’re all Mexicans and that they don’t all come from Mexico, so that probly is
05 frustrating…

While this is a generalization, it does touch on some truth about the situation. When asked more
specifically about the relationship between African-Americans and Latinos, Megan’s response
mirrors that of Sandy with regards to the notion that both sides feel that there is a bond because
both groups have faced “struggles”.

Excerpt 2.8:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans?
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03 Megan: I think…well from my experiences I feel like we have like somewhat of a
04 bond just because we…kinda struggle with the same things, specially like being Black
05 or Brown. So I feel like there’s some type of…like bond.
…
06 RB: How do you think Latinos feel-feel about African-Americans?
07 Megan: Um…I think they feel…can I ask you a quest-I think there’s like a bond and
08 there’s no like…um…ill will. I feel like we’re kinda close and similar in our cultures
09 and environment and [inaudible] struggles that we go through…so yeah…

Megan repeated her thoughts on Latino – non-Latino relations when asked about relations
between Latinos and White Americans.

Excerpt 2.9:
01 RB: How do you think Latinos are regarded by White Americans?
02 Megan: …Um, like I said before, they…[inaudible]…I feel like they’re probably think
03 alot of them come from like the same place, Mexico and that’s probably annoying, so
04 yeah…

In this response, she not only touches on how Latinos are regarded by White Americans, but also
how, in part, Latinos feel about White Americans – annoyed by the general stereotype. A similar
sentiment, that of people from a general group coming from the same place when they do not
necessarily, is noted in her response about Latino – Asian-American relations.

Excerpt 2.10:
01 RB: How do you think Latinos are regarded by Asian-Americans?
02 Megan: …Um…I’m not sure…It’s…I think…that’s kinda difficult because I feel like
03 Asians also get that a lot…that they’re all from like China. And so I feel like you
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04 would kinda sympathize, but if you’re from America, then uh I don’t know, you get
05 Americanized so you probably don’t really know.

While she notes the stereotype of all Asians being from China, there is some ambiguity in her
answer in that by saying “Asians also get that a lot” she is indicating that the stereotype comes
from many different groups, perhaps not just Latinos. The more important part of her response is
that she is unsure of the relationship between Latinos and Asian-Americans. There could be a
couple reasons for this: 1) Megan is African-American herself and has no personal experience
regarding this relationship; or 2) She may not have been exposed to interactions or discussions
about interactions between these two groups. This goes back to the idea of the cultural bubble
which is caused in part by her being on campus and not seeing the rest of the city.
Culture comes back to the center of the conversation when Megan answers the final two
questions of the interview. She first discusses the benefits of having different linguistic groups
in her community.

Excerpt 2.11:
01 Megan: …I’ll be able to reach out to different groups of people, and…it’s beneficial
02 ‘cuz you would get to share each other’s culture and you get to learn more about
03 where other people come from, which, um, sets for like an open mindset.

Of utmost importance here are two things she says. First she uses the phrase “share each other’s
culture”. This indicates that there is an open dialogue between the two groups and a willingness
to listen to and learn about other cultures. Second, is the “open mindset” she refers to when
learning other cultures. Hence, there are indicators again that she possesses ICC awareness,
specifically what Byram refers to as savoir être. Also important here is that one of the key
reasons for teaching culture in the foreign language classroom is to create an open dialogue and,
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optimally, mind for learning and appreciating the target culture(s).
The final question of the interview revolves around her desire to learn about other
cultures. She builds on the previous answer and reinforces the notion of the open mindset.

Excerpt 2.12:
01 Megan: It’d be, yeah I would like to…um just because back home there’s such a
02 diverse group of them and I’d like to know more about their culture and also I like
03 their food, so…

She talks about the diversity that exists with the Latino people, which is a very crucial concept to
grasp, and she has it at the beginning of the study showing that she too, like Sandy, possesses
ICC, although perhaps at different levels. Her openness and willingness to learn about other
cultures is also an important feature of ICC. Without having an open mind about learning about
new things, in this case cultures, it would be impossible to move along Bennett’s model towards
ethnorelativism. In addition, with regard to Byram’s model, this shows that she has a desire to
increase her saviors and her savoir être. In addition, she mentions culture, in one way or another,
five times with most references being general and so possibly indicating both objective and
subjective aspects of culture.

Jane
The next participant whose interview was analyzed is Jane. She, like Sandy and Megan,
is an 18-24 year old African-American female who comes from a middle class upbringing. Given
one of her responses in the interview, it appears as though she is a non-resident of Georgia.
Overall, her responses were short and at times without much elaboration. However, this does not
mean that what is said, or is not said, is not important. Her feelings about her progress in class at
the time the study began were that she was doing well, and that this class was a review as she
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had taken Spanish in Middle School and half-way through High School, but needed a refresher.
Her response to the next question was very interesting.

Excerpt 3.1:
01 RB: What are your goals for your Spanish education?
02 Jane: Um…to…learn more Spanish more response-wise when…I didn-at first I didn’t
03 really um find the importance of learning different language, but now that I’m here at
04 [XXX], I think that it’s very important to learn multiple languages, ‘cuz you never
05 know where it will take you [clears throat] when you might, oh, when you might need
06 them.

Jane has the same issue that a lot of students have and that is the lack of awareness of or inability
to articulate the importance of learning a second language. However, her postsecondary
experience up to the point where the study began has illuminated this to her. The importance of
learning languages is so clear to her now, that she stated she wants to make Spanish her second
language. However, with reference to her Spanish education and class goals, she still focuses on
language and not on culture. With regards to her responses to the questions about her knowledge
of Spanish-speaking countries and Spanish and Latino cultures in general, her experience is
limited.

Excerpt 3.2:
01 RB: Have you studied Spanish-speaking cultures before? If so, where and when?
02 Jane: I have not [laugh].
03 RB: Do you know which countries speak Spanish?
04 Jane: Uh…I have an idea.
05 RB: Do you know any of their history?
06 Jane: No.
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07 RB: Do you know anything about Spanish culture?
08 Jane: …Um not really.
09 RB: Do you know anything about Latino culture?
10 Jane: No.
12 RB: What experiences do you have with Latino culture?
13 Jane: Um…I don’t think I really have any experience with Latino culture.

Jane’s limited experiences with the target cultures, even though she had studied the language for
five years from sixth grade to tenth grade, seems to indicate a possible serious gap in cultural
instruction that needs to be addressed for students. It also shows that where her ICC is
concerned, in particular with regards to Byram’s model, she has a lack of saviors, or knowledge
of others, at least with regards to the target cultures. She also shows limited knowledge of
specific Latino cultural observances.

Excerpt 3.3:
01 RB: What experiences do you have with Cinco de Mayo?
02 Jane: Um, I know in high school they would, they would uh kinda make a big deal
03 about it in my um Spanish class, but other than that I don’t really have a connection to
04 it.
05 RB: What experiences do you have with Day of the Dead?
06 Jane: In high school they would do it. In my, in my Spanish class we learned about it,
07 but I don’t have [inaudible] connection to it.
08 RB: What experiences do you have with Hispanic Heritage Month?
09 Jane: Um, in high school they would um each day on the announcements they would
10 uh talk about a new person, but not, well like talk about a historical figure during for
11 uh Hispanic Heritage Month.
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It is clear that while she was taught about these events in her classes, the instruction did not make
a lasting impression or impact on her. Again these observances fall into the objective category
of culture. If the grasp on objective is not that great, then how can it be expected that a grasp on
subjective culture would be significant?
It was at this point that the interview turned to Latinos. Jane first indicated that she did
not know any Spanish-speakers outside of class. She also initially says that she knows nothing
about Latinos in the USA, Georgia and this city. However, her response differs when pressed a
bit further on the topic.

Excerpt 3.4:
01 RB: Are there any Spe-Spanish-speaking people in your community?
02 Jane: Yes…there are.
03 RB: Um… in your church?
04 Jane: No.
05 RB: In groups that you are a part of?
06 Jane: Yes.
07 RB: Are there any Latinos in your current community where you live?
08 Jane: Yes.

As this part of the interview continues, Jane describes her friend, who happens to be
Puerto Rican. Again, we have an indication of the cultural bubble that these student participants
seem to live in as there is no indication of her recognition of Latinos with whom she is not
familiar. The main goal of these questions was to help participants see the world around them in
a new light and to help them see the influence of Latinos and Spanish-speakers in the community
at large.
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Then, the interview turns to a discussion on Latino – non-Latino relations. Jane begins by
speaking about perceived language differences, but neglects any mention of other aspects of
culture.

Excerpt 3.5:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Jane: Um…I think some non-Latinos will automatically assume that uh Latinos only
03 speak Spanish so they’ll try to speak Spanish to them when Latinos do speak English
04 and Spanish, like some Latinos.

At first, this plays to a stereotype about Latinos, but then she recognizes that not all Latinos
speak only Spanish, but some speak English as well. When asked about the relations of more
specific groups of non-Latinos and Latinos, Jane’s answers continue along this linguistic line of
thought. With regards to African-American and Latino relations, she fails to note any cultural
tensions that might exist between the groups, but focuses, at least partially, on the linguistic
aspect of their relationship.

Excerpt 3.6:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans?
03 Jane: …Um…I think they…I think…um…they treat them regularly, like um…they
04 speak Spanish to them and if they don’t know it then they just…they move on.
05 [nervous laugh]
…
06 RB: How do you think…Latinos feel about African-Americans?
07 Jane: Uh…I’m hoping that they, they felt that we’re equal to them and that there’s no
08 like confusion [laughs].

142

The laughs seem to show that there is uncertainty in her answers. In addition, she talks about
both groups being equal, when in actuality the two groups, while having similar struggles
historically with oppression, are not equal and do not see themselves as equal. This is just a lack
of understanding which could possibly be attributed to a lack of education on the matter.
Interestingly, Jane makes the same claim about Latinos and White Americans.

Excerpt 3.7:
01 RB: How do you think Latinos are regarded by White Americans?
02 Jane: Um…same thing for what I said for the non-Latinos – sometimes the…
03 sometimes White people will look at Latinos and think…that they, that they speak
04 Spanish only, sometimes, and that’s not the case.
…
05 RB: How do you think Latinos feel about White Americans?
06 Jane: Same thing I said for Black people. I think they’re equal, that they – I hope they
07 think they’re equal to each other so there’s no confusion.

In addressing the relations between Asian-Americans and Latinos, she said “Same thing”. These
responses seem to show a lack of critical thinking about cultural differences between these
groups which might cause tensions. Also, in particular in the case of her discussion about LatinoWhite American relations, she seems to not take into account the current political tensions that
exist between these groups. The nature of Jane’s responses and lack of a critical analysis show
the need to expose students to the target culture(s) at a greater level at all levels of language
study.
At the end of the interview, we approach the two questions that elicit answers where she
explicitly talks about the importance of learning about culture.

143

Excerpt 3.8:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your current community?
03 Jane: You learn a lot um learn-learn about their culture and you learn about where
04 they come from.
05 RB: Would you be interested in learning more about Latinos and their culture in
06 addition to speaking Spanish?
07 Jane: Yes.
08 RB: Why?
09 Jane: Because I feel like it’s important to know about more cultures than just your
10 own.

While the importance is noted, her answers are brief and no further explanation is given
at this point. However, the fact that she explicitly talks about culture is important, particularly
with regards to the first question. Also, on the surface her answers to these questions show that
she comes to the study with some ICC awareness in the form of recognizing the importance of
learning other cultures and having a desire to learn about these cultures as well. This shows that
with regards to Bennett’s model, she is somewhere on the way towards the more ethnorelative
side of the model. It also shows that she has some of Byram’s savoir être and that she has a
desire to increase her savoirs in general. Unlike Sandy and Megan, Jane only reference culture
twice and they lean more towards the objective side of culture.

Lisa
Lisa is an 18-24 year old woman who identifies herself as African-American or Black.
She also identifies as being from a middle class background. She is also a non-Georgia
resident. She begins the interview explaining that she wants to learn Spanish to communicate
with the Spanish-speakers who live in her hometown. Therefore, her focus is on language more
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so than cultural instruction.

Excerpt 4.1:
01 RB: What are your goals for your Spanish education?
02 Lisa: Um…well…being that I’m from a very Spanish-influenced area just to be able
03 to communicate with the people without them having ta um…like…how do you
04 say?...like um…having ta…like them use what’s convenient for me or me use what’s
05 convenient for them.

The interview then turns to a discussion of the general knowledge she has entering the
study of Spanish-speaking cultures, and specifically of Spanish and Latino cultures. Her
responses indicate that she had not gained as much ICC awareness in this regard through
previous language instruction and that what she does possess is limited.

Excerpt 4.2:
01 RB: Have you studied Spanish-speaking cultures before?
02 Lisa: Nope.
03 RB: Do you know which countries speak Spanish?
04 Lisa: Um hm.
05 RB: Do you know any of their history?
06 Lisa: Um, very little, but some history.
07 RB: Do you know anything about Spanish culture?
08 Lisa: Um…only what I’m exposed to I don’t know a lot.
09 RB: Do you know anything about Latino culture?
10 Lisa: Uh a little bit, but only what is already put in front of me.
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Her comments of “only what I’m exposed to” and “only what is put in front of me” exemplify
the lack of cultural education she has received thus far in her foreign language education
experience. Furthermore, what has been placed in front of her has apparently not been reinforced
as she does not seem to recall specifically what she has been taught. This is not to say that she
has no ICC awareness, as her answer to the next question indicates that she has had constant
contact with Latinos in her hometown.

Excerpt 4.3:
01 RB: What experiences do you have with Latino culture?
02 Lisa: Uh I have alotta uh in high school we had a large Latino population and so um
03 Hispanic Heritage Month was acknowledged. We also…I’m from [XXX] and I’m
04 from like [XXX] so there’s just as many Latino people as there are Black people so
05 we all live together. I go to my neighbor’s house and stuff like that.

Not only is this a testament to the fact that she most likely does have some ICC awareness from
her interactions with Latinos in her hometown, but it is also a piece of her personal story, which
she is opening up and sharing. In discussing specific experiences with Latino culture, it is clear
that while there was some observance of important dates, the specifics did not appear to stick
with her. Again, this points to a possible lack of reinforcement or in depth instruction in the
classroom.

Excerpt 4.4:
01 RB: What experiences do you have with Cinco de Mayo?
02 Lisa: Uh every year in elementary school we celebrated Cinco de
03 Mayo…and…there’s a big parade that we have at home on Cinco de Mayo.
04 RB: With Day of the Dead?
05 Lisa: Uh they have a parade like that too.
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06 RB: With Hispanic Heritage Month?
07 Lisa: We ha-celebrated Hispanic Heritage month at school.
Lisa notes that she knows Spanish-speakers outside of class, but there seems to be a
misunderstanding of the question as she mentions only family members who are fluent, but not
native speakers. She continues the interview discussing what she knows about Latinos in the US,
this state and this city. Her focus turns away from this city and this state and towards her
hometown.

Excerpt 4.5:
01 RB: Tell me what you know about Latinos in the US, in this state, in this city.
02 Lisa: Um I don’t really see as many in [this state] as I do at home…nah…yeah not in
this city 03 either. Theirs is more like they try to have like Spanish influence and like
Latinos will 04 come Americanized. The US I feel discriminates a lot against Spanish
culture as far as 05 like immigrants are concerned…um…There’s Spanish people
everywhere.
06 RB: Are there any Spanish-speaking people in your community?
07 Lisa: Mm hm. Lots.
08 RB: In your church?
09 Lisa: Yes.
10 RB: In groups that you are a part of?
11 Lisa: Um, not here, but at home yes.
12 RB: Are there any Latinos in your current community where you live?
13 Lisa: No.

This excerpt shows that Lisa has some ICC in that she recognizes discrimination of people from
the target cultures by people from the US. However, she also demonstrates a lack of ICC in that
she has confused Spanish and Latino and used the terms interchangeably. A final note here is
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that while she may be in a cultural bubble at her school, she is most definitely not in one in
general as she points out that she does see Latinos in her hometown, in her church and groups of
which she is a part.
As the interview switches to a discussion on Latino - non-Latino relations, Lisa begins to
demonstrate that she does have ICC and is culturally sensitive by pointing out, amongst other
things, the limited view people in general have regarding culture and people from other cultures.

Excerpt 4.6:
01 RB: [Breath] How do you think Latinos are regarded by non-Latinos?
02 Lisa: Um, some people don’t understand them. Some people only have like a small…a
03 s-very, very small idea of what their culture is, a lot of what like, just what media
04 portrays and so they don’t know that there’s more to that…So, yeah.

Indeed, she notes that the media does have a significant influence on people’s cultural
perceptions, but she is careful to note that the media only portrays part of the story, not the whole
story. When asked specifically about Latino – African-American relations, Lisa opens up and
tells part of her personal story with regards to her interactions with Latinos.

Excerpt 4.7:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans?
03 Lisa: Um…ahh…I feel like we have a appreciation for their cult-, but it’s different for
04 me because like…here there’s not that big of an influence, so I always like have
05 different answers. Here I don’t think they really pay attention to them ‘cuz they are
06 not that prominent. But then I always refer back to at home where we all live in the
07 [clears throat] we live in the same community, so we have to get along with one
08 another and like of course there’s like racial divides, but for the most part…we respect
09 one another.
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…
10 RB: How do you think Latinos feel about African-Americans?
11 Lisa: Um…I don’t know that either. I never paid attention to…how they…felt about
12 us on a broader scale. I assume that they…care just as much about us as I think I care
13 about them.

She begins speaking about the Atlanta area “here” and then reflects on what her interactions with
Latinos were/are back home. She points out that while there are racial divides, there was also a
certain level of respect between the two groups. In addition to this being an indication of an
increase in ICC awareness, it also serves as part of CRT in that it is her personal story of
interactions with Latinos. In her response to the second question above, she recognizes that her
viewpoint is not a broad one, but a limited one, but that she makes a general assumption that
what she has experienced in her interactions with Latinos might be the same wider level. She
mentions that she cares about them and this is a great indicator of ICC, that is showing
compassion for people of another culture. This shows up as openness and respect in Deardorff’s
model, which is on the first level of the pyramid. It could also be acceptance on Bennett’s model
which is on the ethnorelative side. In terms of Byram’s model, this could be seen as savoir être.
With regards to Latino interactions with White Americans, Lisa again shows ICC in that
she recognizes that White people do not understand Latinos as they should.

Excerpt 4.8:
01 RB: How do you think Latinos are regarded by White Americans?
02 Lisa: I don’t think they have much respect for them all the time. Sometimes I feel like
03 they’re better than them and they don’t really take the chance to know like exactly
04 where they’re from or understand their culture.

Lisa demonstrates the benefits of her personal interactions with Latinos in that she understands
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that there is more to the Latino culture than meets the eye and that one must get to know another
culture and not make assumptions about its people. This places her on the path towards
ethnorelativism on Bennett’s model. In response to her perceptions of Latino interactions with
Asian-Americans, Lisa acknowledges that she is not familiar with that dynamic. She refers back
to the media and the need to look beyond how the media portrays Latinos in order to more fully
understand them in the next excerpt.

Excerpt 4.9:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your Atlanta community?
03 Lisa: Umm…you get a better understanding of their culture first hand and not just like
04 from the media…You get great food from all different types of people…You get, you
05 get to know their holidays and what their like traditions are for certain things. All
06 kinds of stuff like that.

It should be noted that even though this excerpt shows that Lisa does have ICC, the culture to
which she refers is mainly objective culture. This shows a need to dig deeper culturally in the
foreign language classroom. Finally, with regards to learning more about the target cultures in
the foreign language classroom, Lisa answers in the affirmative, also giving one more example
of her telling her story about her relationship and interactions with Latinos in her hometown.

Excerpt 4.10:
01 RB: Would you be interested in learning more about Latinos and their culture in
02 addition to speaking Spanish?
03 Lisa: Yes.
04 RB: Why or why not?
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05 Lisa: Yes, because I don’t know, I just always have felt a certain…closeness with like
06 the Latino heritage and culture and Spanish speakers period. I don’t know just, I just
07 like their culture, I enjoy their food, they’re nice people.

It is here at the end of the interview that she speaks one last time about culture. She had spoken
three other times, either directly or indirectly, about culture in the interview. What is interesting
is that she focuses on elements such as holidays, observances and food, which are all objective
aspects of culture.

Hannah
Hannah is a 25-50 year-old woman who comes from a middle class background. She
identifies her heritage as something other than African-American. She is unique in that English is
not her native language, so she is learning a third language, Spanish, in part through a second
language, English. Therefore, she has difficulty learning Spanish.

Excerpt 5.1:
01 RB: How do you feel you are doing in class so far?
02 Hannah: Um…not very good. I’m not satisfied with myself…because um to use
03 English to teach Spanish, but English is my second language that is not my native
04 language. I use a second language to learn a third language, so sometimes, yeah, have
05 some difficulty.

Her goals for class and her Spanish education are geared towards language study and
understanding and not necessarily cultural understanding at the beginning of the study.

Excerpt 5.2:
01 RB: What are your goals for your Spanish education?
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02 Hannah: My goals? Um get some um very basic understanding of the grammar um to
03 get the ability to to to self study…yeah.
04 RB: And what do you hope to achieve in class?
05 Hannah: Um specifically what? Uh…okay um um extractful pronunciation, um a
06 better, a-a good understanding of grammar. Yeah.
As the interview turns from language study to cultural understanding, it becomes clear that, at
least in terms of the Spanish and Latino cultures, her ICC awareness is lower. That is not to say
that she does not have any ICC awareness, her background has just not provided opportunities
for increasing ICC awareness to this point in this regard.

Excerpt 5.3:
01 RB: Have you studied Spanish-speaking cultures before?
02 Hannah: Speaking what?
03 RB: Spanish-speaking cultures?
04 Hannah: Um…no, no.
05 RB: Okay.
06 RB: Do you know which countries speak Spanish?
07 Hannah: Yeah, yeah.
08 RB: Okay, and do you know any of their history?
09 Hannah: I don’t know much about their history.
10 RB: Okay…Do you know anything about Spanish culture?
11Hannah: Spanish culture? Not much.
12 RB: Okay.
13 Hannah: Um hm.
14 RB: Do you know anything about Latino culture?
15 Hannah: Latino culture? Do you mean South America? Not much.
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16 RB: Um hm…What experiences do you have with Latino culture?
17 Hannah: Um. No [sss] No.
18 RB: No.
19 Hannah: I, I don’t have um any experience with…yeah.

That is not to say that she has never had interactions with Spanish-speakers before, it has just
been limited. However, she does open up and tell a little bit of the story of her encounters with
Spanish-speakers in the workplace, although she does not go into details at this point.

Excerpt 5.4:
01 RB: Okay…Do you know any Spanish-speakers outside of class?
02 Hannah: Spanish-speakers? Um, you mean, you mean very familiar with or I met a lot
03 of Spanish-speakers in America. Yeah. Mexicos, Mexicans.
04 RB: So tell me more about them.
05 Hannah: Um…I, I don’t know well about them. Three years ago, uh four years ago
06 when I was a student in [XXX] I stayed there for one semester and um I had a part07 time job. Uh during that time that I was working I met a lot of uh Mexicans, they
08 speak Spanish. Yeah.

She expands upon these encounters a bit more explaining her impressions about Latinos based on
these interactions.

Excerpt 5.5:
01 RB: Um, tell me what you know about Latinos in the USA, this state, this city. …Tell
02 me what you know.
03 Hannah: About their life?
04 RB: Mmm hmm.
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05 Hannah: Oh, in just in this state?
06 RB: In this city, in the US.
07 Hannah: Okay…hmmm I don’t know much about their life, but I know uh when I
08 work, when I had my part-time job um the um Latinos I work with most of them, they
09 were um hard-working…Yeah.

The interview then turns to Latino – non-Latino relations and Hannah’s responses are indicative
of her limited ICC with regards to Latinos and Spanish-speakers.

Excerpt 5.6:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Hannah: Um…you mean those people?
03 RB: Um hm.
04 Hannah: Um…[inaudible] other people how they are regarded La- non-Latinos…I
05 have no idea.

As she is asked about Latino interactions with specific groups of non-Latinos, namely AfricanAmericans, White Americans and Asian-Americans, her responses are either that she has no idea
or that she is taking guesses and unsure of her answers. However, her answers are not all
incorrect and at some points indicate an increase in ICC awareness. For example, with regards to
Latino relations with African-Americans, she discusses the tensions that might exist between the
two groups:

Excerpt 5.7:
01 RB: Well, how do you think Latinos are regarded by African-Americans or Black
02 Americans?
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03 Hannah: I don’t know. Maybe they would, they would think they…they steal their
04 jobs… [nervous laugh]
…
05 RB: How do you think Latinos feel about African-Americans?
06 Hannah: …I think there’s uh can be some cultural barriers between between them. I-I
07 don’t know if there really are, but I guess there should be.

Hannah’s first response may not be entirely inaccurate, however her second response here seems
to be more on point. There are cultural barriers and tensions between Latinos and AfricanAmericans (Duro, 1998; González, 2011). She seemed to focus on the negative aspects of the
relationship between the two groups while not recognizing the positive aspects such as being
able to empathize with each other as a result of similar experiences with oppression. She has
similar sentiments about the relations between Latinos and White Americans, especially
regarding jobs.

Excerpt 5.8:
01 RB: How do you think Latinos are regarded by White Americans?
02 Hannah: The same. Steal their job opportunities.
…
03 RB: How do you think…Latinos feel about White Americans?
04 Hannah: White Americans?...Umm…sometimes there’re tensions, but most of the
05 time they’re just okay.

While she is correct in that there are tensions between Latinos and White Americans (Abascal,
2015), current events have shown that some White Americans are not okay with Latinos and that
there tend to be more tensions than not between the two groups. Again, Hannah shows glimpses
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of her ICC, but also shows the gaps that still remain to be filled. Her knowledge on Latino –
Asain-American relations is limited as well.

Excerpt 5.9:
01 RB: How do you think Latinos feel about Asian-Americans?
02 Hannah: Um…I don’t know…[nervous laugh]. I don’t know.

She again references her limited experience with Latinos, which is most likely the reason for her
lower ICC awareness, in the following exchange:

Excerpt 5.10:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your Atlanta community?
03 Hannah: Benefits?...The benefits of different linguistic groups?
04 RB: Um hm.
05 Hannah: I don’t know because I don’t have that kind of experience. Sorry.

Even with the limited experiences she has had with Latinos and her limited ICC in that regard,
Hannah does respond like the rest of the participants that she does want to learn about the target
cultures in addition to the target language. Her reason why reveals even more about why she has
a lower ICC awareness.

Excerpt 5.11:
01 RB: Would you be interested in learning more about Latinos and their culture in
02 addition to speaking Spanish?
03 Hannah: Sure, sure. Of course.
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04 RB: Why?
05 Hannah: Um…because um since I come here, come to America um geographical it is
06 more close to Latin America, much closer compared with my country and Latin
07 America. So I know more, a little bit more of Latin America than I was in my country,
08 so I get more and more interested in their culture.

Her last comment is very important as geographical barriers between cultures are hard to
overcome. The fact that she is now geographically closer to the Spanish-speaking world makes
her access to those cultures and cultural instruction easier. This exposure to the cultures and
instruction in turn might serve to help increase her ICC awareness more easily. Hannah speaks
the least of the participants on culture, mentioning it only once in the interview. This reference is
general about learning more about the Latino culture and therefore it seems as though it could be
indicating both objective and subjective culture at the same time, but on a basic level.

Claire
Claire is an 18-24 year old woman of African-American heritage. She also comes from a
middle class background and is non-native to this state. She initially said that she was doing well
in class at the beginning of the study. She did mention her previous experience with learning
Spanish, which provides a background for where she was entering the study.

Excerpt 6.1:
01 RB: How do you feel you are doing in class so far?
02 Claire: I feel like I’m doing really good. I mean, I getting the material…um, I had a 03
03 good background in Spanish in Grammar school, so like some of it is review and a lot
04 of stuff, um, I’m-I’m like learning that’s new. But I feel like I’m a quick learner so it’s
05 easy for me to grasp the information.

157

She mentions that while she felt she had a good exposure to the language at a young age
in school, she is still learning new things in the class. She is the only participant who explicitly
mentioned having a good background from early on. This, however, does not indicate her level
of ICC awareness, only her prior exposure to the language. In addition, speaking is the only
aspect of language learning that she specifically mentions in her goals for class and her Spanish
education.

Excerpt 6.2:
01 RB: What are your goals for your Spanish education?
02 Claire: I wanna learn how to be able to like speak conversation with Spanish speakers
03 and, you know, actually work their Spanish, stuff like that.
04 RB: What do you hope to achieve in class?
05 Claire: Um, good grades and being able to have a conversation with my professor and,
06 um, just get the material down of like different like conjugates, and stuff like that.

As the conversation turns to culture, Claire seems to imply that her cultural education is lacking
and therefore it appears as though her ICC awareness is lower. She refers back to her primary
education. She also discusses what has been taught in class so far, but gets confused in her
response. For example, she names Portugal as a country where Spanish is spoken, and she may
have understood this to be true as Portugal is adjacent to Spain.

Excerpt 6.3:
01 RB: Have you studied Spanish-speaking cultures before?
02 Claire: I haven’t, just…you know it’s…and the only thing I had was like just a
03 Spanish class in like Grammar school. But that’s pretty much it.
04 RB: Do you know which countries speak Spanish?
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05 Claire: The uh, you taught us about it, um…they’re like Spain…and uh…you have
06 Spain, Barcelona…what else? Um…Portugal…I think…yeah.
07 RB: Do you know any of their history?
08 Claire: Not really.

Going deeper into the cultural conversation, it seems that even though she recognizes some
aspects of both Spanish and Latino culture, it is mainly objective, or surface, culture, which still
seems to indicate that she has lower ICC awareness. This dates back to her elementary and high
school Spanish education, indicating a seeming lack of depth in the culture that was taught.

Excerpt 6.4:
01 RB: Do you know anything about Spanish culture?
02 Claire: Well I know like the different aspects of it, of like, um, what they do, like how
03 it’s different in America and there, like how they have different, like, uh like, lunch
04 breaks at like an hou-, like hours or so and then how, um, their week begins on a
05 Monday, and stuff like that, and the different celebrations that they have.
06 RB: Do you know anything about Latino culture?
07 Claire: [inaudible] Um mm [affirmative mumble]
08 RB: Uh, what experiences do you have with Cinco de Mayo?
09 Claire: Um, I know in Grammar school the thing that we used to do, um, we went to
10 an a-a museum and then we painted candy skulls for it, Cinc-, uh oh no that’s…Día de
11 los Muertos. For Cinco de Mayo I just knew about like the different parties and stuff
12 like that, but other than that…
13 RB: So what experiences do you have with Day of the Dead?
14 Claire: we just, um, we learned about, I know like a little history about it, how like,
15 um we go to their graves and then you leave stuff down for them, and stuff like that.
16 And then we would paint like candy skulls and stuff.
17 RB: What experiences do you have with Hispanic Heritage Month?
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18 Claire: Um… I mean there’s stuff like in grammar school and like high school we
19 used to do…it would just be like little stuff, like not really like celebrating it, but like
20 trying to get people involved. Like they would have a Spanish Club or something like
21 that or like have different foods…like a potluck, something like that.

It is at this point that Claire opens up a bit about her direct interaction with Spanish-speakers
outside of class. This is part of the story that is so important to CRT because it is an example of
her telling her story of coming into contact with the Latino cultures. However, it is important to
note again that she focuses on learning about language from these interactions and that any
cultural knowledge that was gained is absent from the conversation.

Excerpt 6.5:
01 RB: Do you know any Spanish-speakers outside of class?
02 Claire: I-I did. Like I used to work at-at this place in [XXX] where they spoke Spanish
03 and I kinda like learned some different um ways to speak there.

When talking about her knowledge of Latinos in the US, this state and this area, Claire seems
to indicate that she does recognize their presence around, but there is depth lacking in her
description, perhaps indicating a lack of deeper understanding of their presence and their impact
or influence in society. She even mentions that Latinos are not present in the social circles in
which she is a part.

Excerpt 6.6:
01 RB: Tell me what you know about Latinos in the USA, in this state and in this city.
02 Claire: I know that, um, in this city they all have like their own areas, like you go like
03 to [XXX]and it’s an area and like Chicago they have an area, stuff like that, where
04 they just have like, their, you can just see their culture on display and stuff like that.
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05 RB: In this state?
06 Claire: The same too like they have their different areas and…shops and stuff.
07 RB: Are there any spe-Spanish-speaking people in your community?
08 Claire: There aren’t.
09 RB: In your church?
10 Claire: No.
11 RB: In groups that you are a part of?
12 Claire: …Um I have a friend, she’s-her mom speaks Spanish so she speaks Spanish as
13 well.
14 RB: Are there any Latinos in your community where you live?
15 Claire: No.

She does recognize that in her hometown, she would try to interact with Spanish-speakers in
Spanish. This is important in that it indicates a recognition of Spanish-speakers in her hometown
and that she is trying to forge some type of interaction with them. This shows some increase in
ICC awareness along the way in her life. Talking about the Spanish-speakers around her, or lack
thereof in some areas, is also continuing to tell her story, which is important to CRT.

Excerpt 6.7:
01 RB: Do you ever think about practicing your Spanish with Latinos in your
02 community?
03 Claire: If like um, I know back where I used to live in [XXX] I would always try so
04 like when I was working, try to like aks them what they want to eat in Spanish and
05 stuff like that, so whenever I got a chance I would try to speak with them in Spanish.

The conversation then turns to Latino – non-Latino relations and Claire’s responses are revealing
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in that they seem to show the presence of and increase in ICC awareness. For example, she, like
some of the other participants, notes not only how Latinos are viewed, but also why this
viewpoint may not be an accurate depiction of them.

Excerpt 6.8:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Claire: …Um…I think sometimes they’re portrayed as maybe like they could be like
03 less than, which is like a wrong-a viewpoint that’s wrong.

Her thoughts on the relationships between Latinos and other specific groups also point to an
increase in ICC awareness in that while she points out what the relationships are like, she also
points out when those general viewpoints are incorrect or incomplete. First, she discusses Latino
– African-American relations.

Excerpt 6.9:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans?
03 Claire: Um..I think that they’re accepting.
…
04 RB: How do you think Latinos feel about African-Americans?
05 Claire: …Um…I feel like they’re respected. I feel like some people do have their own
06 viewpoints of African-Americans and maybe can look down upon them…as well.

She seems to sense a general feeling of respect between the groups. However, she does recognize
the tensions that exist between the groups as well. With regards to Latino relations with White
Americans, she had the following to say:
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Excerpt 6.10:
01 RB: How do you think Latinos are regarded by White Americans?
02 Claire: I think that they’re…White Americans could tend to see them as like lazy or
03 something like that…or like a different viewpoint from what they are.
…
04 RB: How do you think Latinos feel about White Americans?
05 Claire: I feel like they could think that if a-some White Americans view them as like
06 less than, they could feel like their-their viewpoint is wrong…and that how they look
07 at them is wrong.

Here, Claire recognizes the problem with the way that White Americans view Latinos. That is to
say, they make generalizations without getting to really know the Latinos or their culture. Her
perception of Latino – Asian-American relations is the same as that of Latino – White American
relations.

Excerpt 6.11:
01 RB: How do you think Latinos are regarded by Asian-Americans?
02 Claire: I think…the same could be for, as the viewpoint of the White Americans, that
03 they can be looked kinda like down upon.
04 RB: And how do you think Latinos feel about Asian-Americans?
05 Claire: The same, too…some could be respected or some could think that their
06 viewpoint, or how they view them is wrong.

It is interesting that she points to African-Americans and Latinos as having positive, respectful
relationships. It would be even more interesting to know why this is how she feels. It is
important to note that she thinks that other groups, in general, might look down upon or
negatively upon Latinos. Even though this may be her perception of how others see Latinos and
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vice versa, she does, as noted above, qualify her responses by saying that this viewpoint may not
be entirely accurate. This is perhaps a good sign of an increase in her ICC awareness. That is, she
is starting to see the truth about others’ perceptions. When discussing having other linguistic
groups in one’s area, Claire mentions culture first and foremost. The downside to this is that the
culture she mentions is surface level, objective culture and not the more important deeper,
subjective culture.

Excerpt 6.12:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your current community?
03 Claire: I feel like you find different cultures and you get exposed to many different
04 things, like different foods, different…everything and they expand your knowledge.

As the conversation concludes, Claire, like all of the other participants, makes it clear that she
would welcome learning about culture alongside language. Her rationale builds upon her
increasing ICC awareness in that it shows that she is open to learning other viewpoints of the
world.

Excerpt 6.13:
01 RB: Would you be interested in learning more about Latinos and their culture in
02 addition to speaking Spanish?
03 Claire: Yes.
04 RB: Why?
05 Claire: ‘Cuz I feel like it will, like it will expand my knowledge on it and help me,
06 like, get another viewpoint, you know, from their side.

Claire finishes up the interview with her a reference to the subjective side of culture. This is her
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sixth mention of culture which is the most of any participant. However, most of the references
are to objective elements of culture, such as food and observances. This seems to indicate that
her cultural knowledge, while existent, may not be as deep as it could or should be.

Summary and Findings
As these interviews were held at the beginning of the study and meant to gauge ICC as it
stood for each participant, it is not surprising that participant ICC awareness, on the whole, was
still increasing and in the early stages of development. There were some glimpses of more
developed ICC awareness from some participants. Even so, all of these participants showed ICC
weaknesses as well as some development. Sandy’s responses suggest that she had ICC
awareness, but that in some respects it was limited due to the cultural bubble she had around her.
She seemed to demonstrate the development of a critical eye towards culture as well as the
existence of savoirs and savoir être from Byram’s model and that she was somewhere between
minimalization of her culture and acceptance of other cultures on Bennett’s model. Megan
seemed to show some savoir être at the beginning of the interview, but she also showed signs of
living in the cultural bubble. She also seemed to show that she was between minimalization and
acceptance on Bennett’s model. Jane’s ICC awareness seemed to be in the early stages of
development based on this first interview. She too had savoir être and seemed to lean towards
ethnorelativism and away from ethnocentrism. Lisa had a clearly existent ICC awareness, which
was early on in the Deardorff model. She also appeared to lean towards ethnorelativism in some
regards. For example, when she discussed her relationship, as an African-American, to Latinos
back in her hometown, she expressed respect for Latinos. Hannah’s ICC awareness seemed to be
the lowest across the board. This could be explained by the geographical constraints on access to
the target culture(s). Finally, Claire’s ICC awareness was in the early stages of development in
some respects, but clearly it was increasing. The goals for each student, both for the class and for
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their Spanish education heavily favored language over culture. Generally speaking, culture was
not even mentioned as a goal, whereas conversing in the language and learning grammar were.
However, at the end of the interviews all participants noted a desire to learn culture explicitly
alongside language. These sentiments begin to fill in gaps related to what students want to learn.
Participants also began to tell their stories of previous contact with the target language as well as
previous interactions with Latinos. These stories gave them a voice that they may not otherwise
have had.
With regards to CRT, this activity gave participants a great opportunity for participants to
tell their stories and, as noted, some participants shared strong feeling for who they are and from
where they come. Not all participants opened up to the same degree, but they all told some part
of their story giving an idea of who they are and their life experiences thus far. This helps to
begin to paint a picture of who each participant is.
Findings from this activity were several-fold. First, as far as participant knowledge of the
target culture(s) is concerned, they seemed to enter the postsecondary introductory level foreign
language classrooms with limited and/or inaccurate knowledge of the target culture(s). In
addition, what knowledge they have seems to be lean heavily to the objective side of culture and
not the subjective side. Second, what seems to be clear is that students who live on a college
campus might tend to live in more of a cultural bubble as far as not being able to see and
appreciate or understand the impact of the target culture(s) around them. Third, as was the case
with the cultural backpacks, when given the chance to tell more of their cultural stories,
participants are willing to do so. Finally, it seems to be indicated that there is a desire amongst
college foreign language students to learn not just about the target language, but the target
culture(s) too, even in introductory level classes.
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Cultural text
A cultural text was selected by the researcher (see Chapter 3) to study in addition to the
course text. The cultural text was Gloria Anzaldúa’s Borderlands: La frontera. This particular
text was chosen because it is a well-known personal account of the struggles of the mestizas, a
cultural and ethnic group which is stuck on the border between the US and Mexico, as they are
not fully accepted by either group. In addition to physical borders, there is discussion of
psychological and cultural borders. This text was also chosen because it brings the target cultures
and the struggles therein more geographically and temporally into focus for the participants.
Throughout the semester participants read excerpts from the text and answered questions
(Appendix F) which both checked for understanding of the readings and required participants to
think about themes such as borders and culture as well as the similarities and differences that
exist between the target culture(s) and participants’ own culture(s). In total, there were five
excerpts which were examined by participants. Documents were uploaded to Dedoose and coded
for themes and subthemes. Then the data were analyzed based on the theoretical frameworks of
the study. All samples chosen for the analysis are representative samples of all participants and
were chosen based on full participation in all reading assignments.

Chapter 1 excerpt and questions

Introduction
The first excerpt was taken from Chapter 1 of the text. In this excerpt Anzaldúa focuses
on “borders” and what that term means both in general and in the case of the mestiza. In
addition, participants were asked to reflect on the borders they have had to cross in their lives
and how these are similar to and/or differ from the borders that immigrants to the US must
cross. The purpose of this initial excerpt was to introduce participants to the idea of the
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“mestiza” as well as the idea of “borderlands” and to what this term refers. The responses to the
questions were also meant to serve as a gauge of ICC as participants truly began to study the
target culture in a more subjective manner.

Analysis
The first question, “What is meant by a border? Where is Anzaldúa talking about?”, asks
participants to discuss their understanding of “border”. All participants who completed this
activity mentioned the most obvious type of border – physical borders – focusing specifically on
that border which separates the US from Mexico. For example, Claire responds in the following
way:

1. What is meant by a border? Where is Anzaldua talking about?
A: A border is a dividing line, it defines the places that are safe and unsafe. Anzaldua is
talking about the United States-Mexican border.

Claire, like some of the other participants who answered in a similar way, indicates a basic,
fundamental understanding of what a border is, demonstrating basic ICC. However, of the nine
participants, more than half mentioned at least one other kind of border serving to indicate a
possible greater level of ICC. Bonnie started off talking about physical borders, but then, on
further reflection, she illuminates another type of border that exists and one which
the mestizas, as noted by Anzaldúa, most definitely had to deal with, psychological borders:

Where is Anzaldúa talking about? Anzaldua is referring to the physical borders
Mexico and the US (she talks about Texas). Also, she is talking about the
oppressions mentally and psychologically. (Bolding and underlining in original)
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While, as noted above, the physical nature of borders is the most visible type, it is quite
interesting that Bonnie seems to understand from the reading that there is indeed more than just a
physical border. Hannah also talks about the psychological borders:

Second, it refers to the fear and panic, as well as the transitional culture and cultural barriers of
the unsettled people from Mexico. (Original font)

Hannah also mentions a third type of border, a cultural border. Grace also discusses cultural
borders:

What Anzaldua means is the separation of cultures which happens to be where she lives,
near the border of El Rio Grande, Texas.

This deeper analysis of borders seems to indicate that participants began to think about what the
text said beyond what was explicitly written on the page. This demonstrates that their ICC
development might be further along than in the case of those participants who just mentioned
physical borders.
The second key question for this chapter had to do with participants thinking about and
discussing their own personal borders. In addition, participants had to consider how these
borders compare or contrast with the borders they perceived immigrants as having to face.
Bonnie explains the borders she has had to contend with in her life, which she notes are similar
to those of immigrants to the US:

4. What borders have you encountered in your life and how have you addressed or
crossed them? Being an African American female in a male dominated work
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environment. I’ve had to fight for equality in payment and fair treatment. How
may these borders be the same or different for immigrants to the US? In a lot of ways
the same, because they are also treated as minorities. They are discriminated
upon when it comes to equal pay, education and healthcare - just to name a few.
(Bolding, underlining and spacing in original)

Bonnie is not the only participant who mentioned skin color as a barrier she faced, or a
border she had to cross. She is already making comparisons between her culture and the target
culture(s) in this regard as well noting that immigrants to the US often face discrimination as
well due to their being minorities. Her response is unique in that the lens she uses is a
socioeconomic one. Bonnie’s responses indicate an increase in ICC awareness.
Hannah’s response to the question about the borders in her life is also revealing in that
while she notes the similarities that exist, she also recognizes the significant differences that
exist:

4. (1) I also encountered borders in my life, mostly not physical borders like barbwires, rather,
political or cultural borders between my country and other countries. (2) To cross the border, I
never involve sensitive topics in communication, and always show kindness and goodwill to
others. (3) The borders can be similar in some cultural aspects, since the convergences and
shocks always happen between new migrants and local people. Yet mostly the borders are
different because I don’t have to worry about my personal safety and I don’t need to really
concern about the problem of livelihood.
In the second line, she even discusses political borders that exist between her country and other
countries. This discussion of political borders adds another dimension to the borders discussion.
The key here is that participants are showing their ICC awareness and critical thinking about
cultural development in their answers to this question.
One participant had a very different response than the others. Whereas all other
participants indicated they had encountered and crossed borders in their lives, Jane said the
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following:

•

I don’t think I have encountered any borders in my life yet, but the way I
address them depends on what type of border it is.

With respect to the initial question, Jane had also focused mainly on borders being physical in
nature, which may be what she was thinking about when she answered this question as she did.
Her response is unique and perhaps indicates that her ICC awareness is lower in that she is not
thinking as critically as others when it comes to cultures and related topics.

Summary and Findings
As stated before, the goal of this excerpt and the questions was getting participants to
think about borders in general and then specifically about the borders they have crossed in their
lives as well as those immigrants have crossed. In doing so, they gave indications as to their level
of ICC, towards the beginning of the semester. In general, most participants demonstrated some
level of ICC, even if it was just a basic starting point of ICC. Bonnie seemed to show that she did
have ICC awareness as did Hannah in that they recognized that there is more than one type of
border that must be crossed in life as well as made connections between the borders they had
crossed so far and those that immigrants must cross in their life journeys. Participants are also
young in age and experience and as such their ICC awareness may not be as high. This activity
gave participants an opportunity to tell more of their stories. These discussions are a type of
counter storytelling, which, as previously mentioned, is the main characteristic of CRT. Not only
did this activity help participants to think deeper and further about their own story, but it also
required them to listen to and think about the story of another cultural group, the mestiza.
There are two key findings related to this activity. First, is that participants are willing to
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open up about their own stories they and tell them. Second, the participants are willing to dig
deep into their stories to understand themselves better so that they may understand the target
culture(s) better as they recognize the need to do so.

Chapter 2 excerpt and questions

Introduction
The second excerpt for the participants to read came from Chapter 2. In this Chapter and
excerpt, Anzaldúa discusses culture, specifically what is meant by the term “culture” and the
fears that come with the influx of a new group of people into an area established by a different
group of people. Participants were first asked to give their definitions of “culture”. This question
was asked for two reasons: to check for understanding of the excerpt and Anzaldúa’s definition
and also to see if participants offered a glimpse into their own view of culture. The second key
question for this excerpt focused on participant understandings of and reactions to potential
encounters with people from different cultures. Their answers to this question gave insight into
their ICC development. Most participants included in their responses that culture refers to
beliefs.

Analysis
For this excerpt, I chose four participant answers – Bonnie, Claire, Jane and Sandy – as a
representative sample.

A. Bonnie
It means diversity. Characteristics of a person or particular group. This would
include such things as their language, religion, food, music and art. I think it would
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also mean what or how one has been “raised” to believe. (Bold and underline in
original)
In her response, Bonnie touches on three components of culture – diversity,
characteristics of an individual or group and beliefs. In part, what she refers to as being included
in the characteristics of culture – food, music, art – falls under the category of objective culture.
However, at the same time she makes the connection between language and culture noting that
language is a part of culture. This is part of the subjective culture that lies beneath the surface. In
addition, personal beliefs fit into that category as well. So, in essence, whether she intended to or
not, she notes the inextricable link between language and culture discussed by Agar (1993) and
Kramsch (1994). This is a very important element in ICC development.

B. Claire
Culture is the belief and customs a society practices. According to Anzaldúa it forms one
beliefs and is made by men, and expects women to show greater acceptance of and
commitment to it. Also, it seeks to protect one from the undivine, such as sexuality and
consciousness, and the divine, such as God. Not only that, but it protects women and
condemn selfishness.

Claire also hones in on the fact that culture refers to societal beliefs and practices. It
would have been interesting if, as Bonnie did, Claire had given clearer examples of what she
means by customs. Her response also shows what Anzaldúa includes in her definition of culture.
It is important to note that Anzaldúa sees culture as man-made (specifically by men) and is not
divine.

C. Jane
•

Culture forms beliefs. People perceive the version of reality that it communicates. Culture is
made by those in power, which are men. Culture expects women to show greater acceptance
of and commitment to the value system.

(Formatting is original.)
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Jane also sees that “culture forms beliefs”. In addition, like Claire, she draws on
Anzaldúa’s definition of culture as being made by those in power, man-made not divine, and
forced upon women. This addresses the question of the nature of culture – static or dynamic –
and points to it being static.

D. Sandy
1. Culture is made by those in power and forms our beliefs. It is dominant paradigms,
predefined concepts that exist as unquestionable, unchallengeable and are
transmitted to us.

Sandy echoes the other responses that culture is man-made by those in power and forms
beliefs. However, her response is different from the other three in that she addresses the question
of whether culture is static or dynamic. In her view, it would appear that culture is static,
unchanging and passed from generation to generation. This deeper analysis of culture places her
critical thinking about culture at a higher level than the other participants, thus perhaps indicating
that her ICC awareness is greater than that of her fellow participants. However, this raises the
question as to whether or not culture truly is static or if it can, in fact, change over time and is
dynamic.
The second important question regarding this excerpt refers to the encounter between an
established group of people and a new group in the same area. The question is geared to making
participants think about the impact of Latinos in particular on the areas where they live. The
question is as follows:

Anzaldúa talks about the fears that come when a different group enters the area of an established
group of people. How would you feel if a large group of Latinos suddenly moved into the area in
which you live? What would you do?
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The answers were quite interesting as none of them spoke about fear, but rather about being nonjudgmental and even accepting these groups. This shows that they all exhibit some level of
acceptance on Bennett’s model, which in turn indicates increases in ICC awareness.

A. Bonnie
There would be my neighbors and I would welcome them as I would anyone else. I
believe that you should do unto others as you would have them to unto you. )(Bold and
underline in original)

With regards to Deardorff’s Pyramid Model of Culture, Bonnie has achieved the first
level of respect, openness and curiosity and discovery and is heading towards the second level of
knowledge and comprehension of the deeper meanings of culture. Looking at Bennett’s model,
this acceptance of, or willingness to “welcome”, other groups shows that Bonnie is moving
towards ethnorelativism – specifically the acceptance stage - and has in fact reached a level of
acceptance. Finally, looking at Byram’s model, she seems to demonstrate that she possesses
savoir être, that she values others. This further demonstrates her level of ICC and coming into
this study possibly indicates some growth from the start of the study.

B. Claire
If a large group of Latinos moved into an established area in which I am already living in,
I would feel excited for them to be there. I would not be quick to judge them or assume
things about them, as some tend to presume different stereotypes or prejudices against
them. In fact, I would embrace and welcome them into my established area and really try
to get to know them. I would love to learn about their culture, and their history, and see
how I could learn from them. I would invite into my world so that they could learn about
me, my history, and learn from me as well.
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Claire also demonstrates acceptance of Latinos into her community. To her, contact
between the two cultures, hers and the Latino culture, would be welcome. She has progressive
views of people who are different choosing to get to know them and let their stories be heard
rather than judging or stereotyping them. Also of importance in Claire’s response are her
comments about learning about different cultures. She makes it clear that there would be a
sharing of stories and culture so that both cultures could learn about the other. Not only would
she welcome Latinos into her area, but she would want to learn about them first-hand. Again,
like Bonnie above, Claire demonstrates that she is at the stage of acceptance in Bennett’s Model
and that she is ready to move up a level on Deardorff’s pyramid. She also demonstrates, in
accordance with Byram’s model, that she possesses savoir être and a desire to increase her
savoirs in general.

C. Jane
•

If a large group of Latinos moved into the area in which I lived in, I would not feel any type
of way about it. I would not make any judgements or assumptions on who they are or why
they moved in the area that I lived in. I would welcome them with open arms and get to know
them. I would want to learn about their culture and history.

(Formatting is original.)
Jane’s response is similar to both Bonnie’s and Claire’s in that she would have a high level of
acceptance of Latinos into her area. She, too, states that she would not judge or make
assumptions as to why they moved into her area. In addition, like Claire, Jane expresses a want
to, not a have to, about learning about another culture. This helps to answer the greater question
in this study regarding student perspectives on cultural instruction and personal experiences. It is
clear that this situation would lend itself to being a personal experience, but that Jane would
relish this opportunity to learn more about another culture, in this case the target culture(s)
discussed in class. With regards to her ICC, like Claire, Jane demonstrates, in accordance with
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Byram’s model, that she possesses savoir être and a desire to increase her savoirs in general.

D. Sandy
I personally would not mind because they have just as much right to be there as me, but if
they aren’t there for purposes that benefits them and/or others in a positive and unharmful
way, then I would have a problem with it, but I don’t think they should be ran out if this
is where they’ll feel most comfortable. I would welcome them into the community and if
they would like, try to build a relationship with them because we could both learn a lot
from each other.

Sandy echoes much of what the other selected participants say regarding accepting people of
other cultural backgrounds into her community. What sets her apart from the other participants is
that their acceptance is seemingly unequivocal and unconditional whereas Sandy’s comes with
the partial judgment that Latinos may be there for non-beneficial reasons and that that is not
okay. Even so, she does not think that they should be dismissed or shunned from the area out of
hand. She also discusses that people of her cultural background and those of a Latino background
could indeed learn much from each other, something to which she would be open. With regards
to her ICC, if we look at Byram’s model we see that, like Claire and Jane, Sandy is showing that
she possesses some savoir être as well as a desire to increase her savoirs in general.

Summary and Findings
As a result of reading these excerpts and answering the questions, participants seem to be
demonstrating an increase in their ICC awareness. All participants, including those discussed
above, indicated an openness to a group of Latinos moving into their area. Not one of them
indicated any overt negative feelings, so long as the intentions were good. Their responses
showed that they would be accepting of other cultures, indicating that they are all in, or moving
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towards, the ethnorelative side of Bennett’s model. In addition, as noted above, they seem to be
moving past the first level of Deardorff’s pyramid and into the second level. Overall, it seems as
though participant ICC is continuing to increase and move in forward direction with regards to
both Bennett’s and Deardorff’s models as they move from one phase or level to the next. With
regards to CRT, this activity aided participants’ continued telling of their story, but this time
thinking specifically about culture and how their background helps them define and consider
culture.
The two key findings related to this activity are the same two as those for the first
excerpt. First, is that participants are willing to open up about their own stories they and tell
them. Second, participants are willing to dig deep into their stories to understand themselves
better so that they may understand the target culture(s) better as they recognize the need to do so.

Chapter 4 excerpt and questions

Introduction
The excerpt from Chapter 4 focuses on how uncomfortable it is to know that which is
different, such as a different culture. The purpose of this excerpt was to demonstrate the
importance of self-recognition of identity. Participants really had to recognize the important
aspects of their own cultures as well as those of the target cultures. Whereas previous questions
have tackled the definition of culture and whether or not participants would like to learn about
other cultures and how this could happen, the key question from this chapter focuses on what can
be learned from different cultural groups.

Anzaldua, on p. 70 infers that knowing that which is different is uncomfortable. What can
Latinos learn about your culture? What can you learn from the Latino culture? What resources
does this group bring to our community in Atlanta?
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Analysis
Three examples were chosen as representative of all responses – Claire, Sandy and Bonnie.

A. Claire
Latinos can learn about my culture, being from the African diaspora about the many
different countries encompassing Africa. Within each and every village, and tribe there is
something unique about it. My culture includes natural hair, different patterened (sic)
clothing, etc. I can learn from the Latino culture about their religion, traditions,
celebrations, and not merely about their food and dance. Latinos bring another aspect to
culture in the community of Atlanta. They allow us to grow and learn as people, by
becoming open-minded and learning new things about their culture, religion, celebrations
that we were never taught before.

Here Claire focuses on the exchange of predominately objective ideas about culture, the surface
features – physical features of people, clothing, religion, traditions and celebrations. That is not
to say that these elements are not important, as they are the building blocks to culture. However,
the exchange of ideas, must go deeper. Claire touches on this towards the end of her response
when she talks about how the encounter with other cultures allows all people to become “openminded” and learn “new things”. This open-mindedness is, according to Deardorff’s model, a
requisite attitude for the journey to achieving the highest level of ICC.

B. Sandy
Latinos can learn about the patriarchy of my culture and how time, revolutions and
dreams have changed it from what it used to be. I could learn a lot from the Latino
culture such as their patriarchs, traditions and why they do certain customs that many
other cultures don’t practice. Though there are not many of them here in Atlanta, they
bring a lot of flavor to the city and teach us a lot whether it be with their traditions or
stories.

This response looks at a deeper side of culture in that Sandy looks beyond the surface elements
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and toward a discussion of cultural change and evolution as a result of various factors. There is
mention of cross-cultural comparisons regarding what is typical of the target culture and not of
other cultures. Sandy also shows evidence of being in a cultural bubble as she does not see many
Latinos in Atlanta, most likely due to the fact that she is a non-native to this state and lives on
campus, not leaving much and therefore getting limited exposure to the Latino presence in the
city. Nevertheless, her deeper thoughts on cultural exchange demonstrate that she possesses
some level of ICC awareness. For example, her recognition of other cultures and the value they
bring indicates that she is moving towards ethnorelativism on Bennett’s model. With regards to
Deardorff’s Pyramid model, this shows that not only does Sandy possess the requisite attitudes
on the first level – respect of other cultures and openness to learning about them – but that she
also possesses the skills needed for ICC, especially the ability and desire to observe other
cultures and listen to them.

C. Bonnie
They can learn about our history, music and food. We can learn and appreciate their history,
music and language. They bring their education, skills, arts and music to the community.

Bonnie’s response, while also discussing cultural exchange, seems to be focused on
objective culture – music, food, arts and language. However, she does go deeper and more
subjective with the mention of skills and education. Also, the mention of language in this cultural
discussion shows that she sees the connection of language and culture, just as Kramsch (1993)
and Agar (1994), amongst others, mentioned. Bonnie does seem to indicate that she is moving
towards ethnorelativism on Bennett’s model because she is embracing what Latinos can bring to
her community as well as what her cultural community can share with Latinos. This also shows a
certain level of savoir apprendre, or learning about others, on Byram’s model.
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Summary and Findings
Some participants are beginning to think more critically about culture in particular as the
readings and study progress. In general, most participants focused on objective culture exchange
or simply generic exchange of cultures. However, as the above excerpts indicate, there was
deeper analysis done by some of the participants and what can be seen is continued movement up
Deardorff’s pyramid and through Bennett’s model towards ethnorelativism, if participants are
not already in possession of an ethnorelativistic viewpoint. Whereas Bonnie’s response is the
most objective in that it addresses mostly surface level aspects of culture, Claire’s suggests an
increase in ICC awareness in that it moves from discussing surface culture to below the surface,
subjective, elements of culture. Sandy’s response suggests perhaps the greatest increase in ICC
awareness in that she has a deeper understanding of what her culture can share with Latinos and
vice versa. With respect to CRT, participants are continuing to reveal their stories and really
think about how learning about other cultures can add to their own cultural background. Again,
the findings reveal that participants are willing to share their stories and delve deeper into them if
given time to do so. In addition, it seems to be clearer that participant ICC is shifting in a
positive way, and therefore ICC awareness is increasing, as a result of exposure to the target
culture(s).

Chapter 5 excerpt and questions

Introduction
The purpose of reading the excerpt from Chapter 5 was to expose participants to the
importance of understanding one’s own culture(s) and cultural identity in order to understand
other cultures. Participants must understand the pull from each of their cultures in the
borderlands they live in between those cultures as well as the synergy that exists between those
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cultures. In Chapter 5, Anzaldúa continues the cultural conversation, but focuses on cultural selfrecognition. After all, one cannot fully understand other cultures, if one does not understand their
own. Anzaldúa discusses the plight of mestizas in that they straddle two cultures, neither of
which want them within their ranks. All participants were able to identify these two cultures as
Mexican and Anglo, or American. The key analysis question for this chapter forces participants
to look at their own culture(s) and which ones they straddle. It is in these responses that we hear
the participants’ distinct voices coming through.

Chicanas straddle two cultures. What cultures do you straddle and how do you navigate
the cultures in your life?
Four responses were chosen as a representative sample of all data – Bonnie, Claire, Sandy and
Grace.

Analysis
Most participants describe straddling two cultures – namely African and American as
they identify as African-Americans. However, this is not true for all participants as one noted she
only straddled one culture and two others noted they straddled other cultures.
A. Bonnie
African American and Black American. I navigate by not forgetting my history and what
my ancestors went through so that I could be here today. If I subjectively forget, then I
have no voice as a female Black American today.

Bonnie clearly distinguishes between being African American and Black American. She notes
that she navigates by always remembering the struggles of ancestors from both sides to get
where she is today. She takes pride in who she is and the cultural voice that she has. As far as
ICC is concerned, this acknowledgement by Bonnie shows that she possesses some savoirs, or
knowledge of self.
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B. Claire
Chicanas straddles two cultures while I straddle with american and african culture. How i
navigate between these two cultures is to learn more about where I fit in within the
african diaspora, while building a life here in America and working towards my life
goals, still not forgetting my ancestry and where

Claire distinguishes between African and American cultures. That is, her family has history that
comes from both African roots and roots in the United States. Her method of navigating is not
solely rooted in memories, as Bonnie’s would appear to be, but rather also in an ongoing process
of reevaluation of self and where she fits in in both cultures as well as maintaining ancestral
memories. Regarding her ICC awareness, using Byram’s model, this shows her possession of
savoirs and savoir être, knowledge of both self and others.

C. Sandy
I straddle my [XXX] and African American culture. I navigate with them by in a sense
code switching. When in an American environment, I’m more African American than
[XXX], but in a [XXX] environment I am more [XXX] than African American, but I take
pride in both regardless and make my notes and show who I am.

Sandy’s response was very unique in that her cultural background is rooted in a specific nonAmerican culture and African-American culture. She also focuses on linguistic differences
between those cultures. The depth of her response regarding code-switching is a testament to her
critical thinking skills and her increasing ICC awareness, especially in regard to her possession
of savoirs in Byram’s model. She recognizes that depending upon environment she switches
between relating more to one side or the other. However, in her last line she expresses that
neither one is more important than the other and that she is proud to be who she is.
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D. Grace
The two cultures I straddle living in The United States are African and American. I
connect to the parts of my culture that have effect me in modern society. Like Chicanas,
African Americans ever changing, this is why we must embody and take pride in both
identities.

While connecting with both cultures, Grace chooses to most strongly connect with those parts of
each culture that affect her and make her who she is in society today. She also picks up on or
mentions something that it would seem nobody else did and that is that culture is dynamic. She
mentions that both Chicanas and African Americans are ever changing. This seems to show a
significant increase ICC awareness as she is also making connections between the two cultures.

Summary and Findings
It seems clear that Bonnie, Claire, Sandy and Grace are all seeing increases in their ICC
awareness as they continue to respond to the questions in a very analytical and deep manner.
They demonstrate a deeper understanding of self and their own cultures and hence a deeper
understanding of culture in general. Data seem to indicate that participants are beginning to
increase ICC awareness per Byram’s model, that is in terms of making gains in savoirs and
savoir être. Indeed, knowing self and others better is a good indicator that one is gaining the
requisite knowledge in Deardorff’s model as well, which could mean that movement is being
made towards the second level of the pyramid. With regards to Bennett’s model, the recognition
of other cultures is key in being able to move from ethnocentrism to ethnorelativism, which is
where participants seem to be headed in general. Using CRT analysis, it seems that participants
are continuing to really unpack and discuss their own culture(s). At the same time, they are
seeing that while the specifics of their culture(s) may be different, the general underpinnings of
their culture(s) and experiences can be similar to those of the mestiza. Findings here build on the
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findings from previous excerpts in that the storytelling continues in more depth. As a result of
the analysis they have done, they are also beginning to recognize the importance of learning
about and more fully understanding one’s own culture in order to do the same with the target
culture(s). Also, with continued exposure to the target culture(s) participants ICC awareness is
continuing to increase.

Chapter 7 excerpt and questions

Introduction
The fifth and final excerpt that participants had to read came from Chapter 7. This
chapter focuses more on the overall experiences of the mestiza and how they shape who the
mestiza is today. The purpose of this excerpt and the questions was to foster a discussion of how
struggles in the borderlands shape one’s cultural identity. Again, the questions were implicitly
culture-based as they asked about participant cultural experiences.

a. How do the experiences of the mestiza compare to your own?
b. How do your experiences shape or form who you are?
c. How do you see people who are different from yourself?

Four participant responses were selected for this analysis which served as a representative
sample of all data for this set – Jane, Hannah, Grace and Sandy.

Analysis
As noted above, there are three cultural questions for this excerpt all related to each other.
Each question was analyzed.
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A. Jane
A mestiza is a woman of mixed breed. A mestiza faces the dilemma of not being
accepted because of what she is. I sometimes am not accepted because of the area that I
grew up in. I grew up in a predominantly white area, so coming to [XXX], the way that I
“act” was very white. How people perceive me does not really phase me because I know
who I am and I am comfortable with the way I am.

First, Jane talks about how the mestiza is not accepted in any culture based solely on what they
are and represent. On a personal level, Jane has a unique experience that has shaped who she is
and how she carries herself on a daily basis. As a result of her upbringing in a largely white area,
she carries herself in a manner consistent with that area. As such, she is often rejected within her
own cultural group. However, she accepts this and takes pride in who she is. She addresses how
people who are different from her see her, but she does not fully respond to the third question.
Given her response, it is tough to pinpoint any shifts in Jane’s ICC awareness.

B. Hannah
a. Compared to the experience of the mestiza, I’ve been also undergoing the inter-cultural
experience. I can to some extent understand the struggle and pain she suffered, because to
adapt oneself to a new language, different culture, different groups of people can cause
uncomfortableness. But for me, things are not that bad, I’m willing to accept all the
differences no matter with respect to language, culture, or people around. (Formatting is
original.)

As noted above, Hannah, like Sandy, comes from a non-American cultural background. In
response to the first question, Hannah responds that she too has experienced
“uncomfortableness” with regards to adapting to other cultural norms. However, she shows
acceptance of others, no matter how different they are from her or what those differences might
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be. Her attitude of acceptance of others is a good indicator of her possession of savoir être.

b. In most of my life up to now, I’ve been staying at school. I went to kindergarten at the
age of 3, and get my MA’s degree at the age of 26. After that I found a job as a teacher in
a college. In my country, students have to work extremely hard if they want to pass the
college entrance examination and get accepted by a good university. I pushed myself and
was pushed by school and family really hard when I was a student. I seldom have time to
watch movies, hang out with friends, even hardly had adequate sleep, especially during
my three-year senior high school life. My experience shapes me into a person
hardworking, and time-treasuring, but meantime submissive, pusillanimous.

Hannah’s cultural norms are for students to be hardworking. As such she notes that she has
pushed herself, in addition to having other sources of pressure put on her to achieve high levels
of success in school and in life.

c. People are bound to be different from one another. People are all different from me in
different ways. No matter I like those people that are different from me or not, no matter
in what way to what extent we are different, I would respect them and respect the way
they being themselves and the way they leading their life.

In this last answer, Hannah recognizes that everybody is different from each other in many
different ways. To her, this does not matter as her unconditional acceptance of people from other
cultures is clear. Not only does she accept others no matter what, but she respects all cultural
differences. Again, her attitude of acceptance of others is a good indicator of her possession of
savoir être. This is a very big piece of the puzzle in ICC awareness, especially with regards to
Byram’s model. With regards to Deardorff’s model, she has the requisite respect for other

187

cultures needed to move up to the next level of the pyramid. Finally, she has respect for people
from other cultures, indicating that she accepts them for who they are and their culture for what it
is. This is a good indicator that she is in the acceptance stage of Bennett’s model.

C. Grace
I can connect the experiences of mestizas to mine as a black woman because there was a
point in time when women of my culture had to fight for what they wanted. Such as the
black feminist’s movement, it is the focus of the intersectionality of black women in
hopes to lead their culture to a new consciousness, like the new Chicana. (Formatting is
original.)

While she does not indicate that she herself has fought for cultural recognition and acceptance,
Grace does recognize that those who have gone before her did have to wage this fight. This
analysis gives a peek into Grace’s own cultural discovery and recognition. This fight is similar to
the one the mestizas are fighting on the border between Mexico and the United States.

a. The experiences I have recently had at [XXX] has made me a more aware student and
person, I no longer live in a bubble and can compare the differences between my
culture and the cultures around me. I believe attacking the paradigms we know allows
us to become conscious beings just like Anzaldúa says in Chapter 7 of “Borderlands”.

188

With her response to the second question, Grace explicitly mentions and discusses the cultural
bubble in which she used to live and how the experiences of this study have led her out of this
bubble to a new level of cultural understanding, both of her own and of others. This shows
growth and movement away from an ethnocentric viewpoint and towards a more ethnorelative
one on Bennett’s model. Barriers and “paradigms”, as she says, need to be broken down to allow
for greater cultural consciousness, understanding and acceptance. She also gives a good indicator
of increasing her ICC awareness on Byram’s model through showing the growth in savoirs she
has experienced as well as demonstrated that she possesses savoir être and savoir s’engager.

b. I believe experiences shape the way we see ourselves and how we feel others should
perceive us, I realize what I see in others is usually a reflection of the energy they
give off. I tend to compare my culture to theirs based from the little I may know,
which can lead to my biased opinions. That is why I think it is important for people of
different cultures to interact.

Again, Grace seems to show that she has experienced an increase in ICC awareness through this
study and the cultural activities in which participants have taken part. She demonstrates an
acceptance for people of different cultures and recognizes the need that exists for people to break
out of their cultural bubbles and that this happens when they let their guard down and interact
with people from other cultures. She also recognizes her own deficiency in savoir être, but
indicates that she wants to grow in this area. Finally, she recognizes that she can be judgmental,
or “biased”, but that this is not a good thing and needs to be addressed through further
interactions with others.

189

D. Sandy
1. How do the experiences of the mestiza compare to your own?
The experiences that the mestiza had compare to mine with the fact that we both had
to undergo the same struggles. Eventhough people may not know me they judge me
off of things that shouldn’t matter. My gender, my race, ethnicity, how I
look…superficial things that won’t impact them. They’re ignorant of my culture and
instead of wanting to be aware they just laugh or judge instead.

In this response, Sandy seems to show an increase in ICC awareness in that she recognizes how
judgmental people from other cultures can be of her and why this is problematic. She points to
their ignorance of her culture. In noting this, she recognizes how she can become less judgmental
of others, or as her next two responses show, more tolerant of others.

a. How do your experiences shape or form who you are?
My experiences shape and form who I am because it guides me in how I do unto
others. It also teaches and instills patience within me, so that I’ll be more tolerant
which benefits me a lot in certain situations that may face.
Patience and tolerance are important parts of acceptance, which is a key piece of Bennett’s
model and the stepping stone into having an ethnorelativisitc viewpoint of the world. Having
patience to get to know someone from a different culture makes it easier to get to know them and
to build up savoirs. It also could help serve as a building block to having a deeper cultural
understanding of others, or savoir aprendre, in Byram’s model.

b. How you see people who are different from yourself?
I see them as individuals who deserve chance. Yes you ma not click or become
close with all those you meet with good vibes, but you should trust your gut after
getting to know someone. Those different from me are only potential blessings,
that I would block if I don’t take the chance.

This response seems to demonstrate Sandy’s openness to getting to know people from other
cultures. This openness is another hallmark of the acceptance step of Bennett’s model. Sandy’s
view of others as potential blessings for her is also quite indicative of her increase in ICC
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awareness.

Summary and Findings
First and foremost, the reading of this cultural text was important as it is most likely that
the texts the participants used in secondary school do not contain a “significant representation of
the Spanish-speaking groups living in the United States” (Ramirez and Hall, 1990, p. 63). In
other words, the participants most likely did not have much previous exposure, in any form, to
groups like the “mestiza” living in the borderlands between Mexico and the United States.
Henning (1993) even says that students can develop cultural knowledge through literature, which
is “one representation of culture among many text types” (Paesani & Allen, 2012, S56). In
addition to filling the cultural gap left by textbooks, this exercise served as an assessment
opportunity aimed at collecting what Deardorff (2011) categorizes as direct evidence of increases
in ICC awareness. As was the case with participant responses to other questions about other
excerpts, the reflections from participants on the questions from this excerpt seem to demonstrate
an increase in ICC awareness. Participants are demonstrating that they are able to do a deeper
self-analysis as well as a deep analysis of other cultures. This deeper analysis leads to a greater
understanding of self and others. The participants noted here all have exhibited progress in ICC
awareness, especially with regards to respecting and accepting others for who they are. Whereas
Jane’s progress, as noted above, is harder to analyze, at least with respect to this last activity, it is
clear that all other participants demonstrated some increase in ICC awareness. This is especially
true of the growth shown throughout the reading of the cultural text, which took the majority of
the time in the study. In general, all participants have seemed to demonstrate, if not some
increased ICC awareness, a good amount of increased ICC awareness from the first reading to
this last one. They are analyzing their own culture more deeply as well as other cultures. In
addition, they are beginning to see the similarities, and not just the differences, between their
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cultures and other cultures and their cultural struggles and that of the mestiza. This activity was
different than the cultural backpacks as the questions are more explicit. As such, the responses
could have been more revealing and participants may have been more willing and able to discuss
culture, both their own and that of other groups, specifically the mestiza. Thinking about this
activity through a CRT lens, it becomes more apparent that participants’ whole stories will not be
told, but rather that glimpses into the stories are coming to life. By telling their own stories and
thinking about the story they read of another cultural group, which is counter storytelling in its
own right, they are perhaps beginning to understand their own story more fully and as such are
becoming more confident and open storytellers.
Overall findings seem to indicate, as noted above, an increased awareness of one’s own
culture and as a result of the target culture(s) and the similarities between them. In addition,
findings seem to indicate a positive shift in increasing ICC awareness as a result of participant
exposure to the target culture(s). Finally, there is indication that with opportunities available in
which to tell their stories, participants are willing to do so with increasing ease and detail.

Post-Interview
Introduction
The second participant interview (Appendix G) with the researcher was developed as a
follow-up to the initial interview in order to give participants an opportunity to discuss their
knowledge of and experiences with the Latino and Spanish cultures as a result of this study as
well as their understandings of Latino relations with other cultural/ethnic groups at the end of the
semester. In addition to telling their stories, participants were also asked about the achievement
of their goals for class and their Spanish education as well as their progress in class. This
interview also reveals more about participant ICC and whether or not it appears to have shifted
throughout the study and if so how. This activity was completed during the last two weeks of the
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study. The same six interviews were coded and analyzed as from the first interview – Sandy,
Megan, Jane, Lisa, Hannah and Claire. These discussions ended in the same way as the first
interviews did, with participants giving their opinions on learning culture explicitly alongside
language. These opinions did not change. Also, these interviews were transcribed and the
transcriptions uploaded to Dedoose where they were coded for themes and subthemes. Data were
then analyzed using the ICC and CRT frameworks.

Analysis
Sandy
The first two questions, as was the case in the initial interview, were geared towards
understanding class goals and achievements.

Excerpt 7.1:
01 RB: How do you feel you have done in class so far this semester?
02 Sandy: I think I’ve done pretty well. Um, I’ve done better in Spanish like being able
03 to like say the language, since that was something that I was - I’ve always had
04 difficulty with. And understanding the language. I understand certain cultural things
05 a lot more. The interview that we did at [XXX], that was really helpful and I liked it
06 because it helped a lot with um all different things that we had to do. And I saw
07 different things that I would have never sawn if I didn’t talk to someone, to as many
08 people who were Hispanic that I – that I know they don’t talk about stuff like that.
There is a lot of information in this short answer, but she draws on all of her experiences from
the semester. She begins with noting that her command of the language itself has improved.
More importantly, though, for this study, her cultural competency, in her estimation has
improved. She points to the Latino interview as being a key piece in the improvement of her
cultural understanding. What is most important of all is that as a result of the study she saw and
seemed to experience things that she might never have experienced.
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On another positive note, Sandy achieved what she set out to achieve in class, which was
a better understanding of the spoken language.

Excerpt 7.2:
01 RB: Did you achieve what you had hoped to achieve in class?
02 Sandy: Yes. I think I did. Um, I grasped a better um understanding of the Spanish
03 language, being able to have more proficiency in the Spanish language and I think
04 that’s what I really wanted and ‘cuz I’ve never been able to speak it before.

Her response shows that she really wanted to speak the language, which was noted in the
initial interview and that she achieved that goal at least to a degree. It is positive that she
achieved what she set out to achieve and had cultural growth as well. This is evident in her next
two responses:

Excerpt 7.3:
01 RB: Did you learn anything new about Spanish culture?
02 Sandy: Yeah. I learned, um, about differences that are in each country. We usually
03 in my prior language education, they would focus on the same thing, like the Running
04 of the Bulls or certain foods. Like, I didn’t even know paella was a Spanish food. I
05 didn’t even know what it was ‘til we had it in this class. I learned about different
06 countries and their influences and impacts on other things. I learned about how
07 different celebrities are invested in um their heritage, which, they’re of Latin
08 American/Hispanic descent. So, I found that very interesting.
09 RB: Did you learn anything new about Latino culture?
10 Sandy: I learned that it was separate. ‘Cuz I didn’t realize the difference between –
11‘cuz when, like, I was under the understanding that Latino/Hispanic means the same
12 thing when they’re two different things.

While she did increase her cultural understanding in certain respects, indicating a growth
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in Byram’s savoirs, it is clear that there are still some gaps that need to be addressed. For
example, she still seems to equate Spanish and Latin American/Hispanic as one and the same as
evidenced by her first response. Her second response does show that she can now separate Latino
and Hispanic which seems to show an increase in ICC awareness in that she is now becoming
more in tune with some of the nuances of the varying cultures in the Spanish-speaking world.
The next three questions had to do with her knowledge of Latinos in the US in general
and more specifically in this state and this city. As far as Latinos in the US are concerned, Sandy
continued to show her growth in understanding about Latinos as being separate from Hispanics
and how she feels the two get lumped together and Latinos need their own category. With
regards to Latinos in Atlanta, she still notes the following:

Excerpt 7.4:
01 RB: Tell me what you know about Latinos in this state.
02 Sandy: Um…I really don’t [inaudible] that many, but they’re like nice.

Again, this could be related to the fact that she is a non-resident of this state and that she only
knows what she sees on campus. She further comments on how there is a difference between the
common things that come to your head – quinceañeras, Cinco de Mayo, Día de los muertos – and
other festivities they have that may not be as commonly known outside of the Latino community.
When asked about Latinos in Atlanta, Sandy again showed that she may be in a bubble at school
as she notes she does not see many and that Atlanta is a predominantly Black area. She does
show more cultural growth in that she feels that Latinos being different is cool, unique and it’s
something she can learn from. She also discussed those that do live in the city seem to
assimilate and become Americanized.
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Excerpt 7.5:
01 RB: Tell me what you know about the Latinos in this city.
02 Sandy: I really don’t see that many, ‘cuz it’s a predominately Black area. But I’m
03 pretty sure there are a few. And I fe – [inaudible] - and I like, I feel like….they –
04 they might not identify themselves as much. Like, they know who they are, what they
05 are, their culture, hopefully, but if they don’t I feel like they try and um Americanize
06 themselves, or like assimilate to what they see around them, instead of being who they
07 are and embracing what they have.

Once again, we can see the cultural bubble in which Sandy might live which
prohibits/inhibits her from seeing other cultures around her. This can also be partially attributed
to where she lives – on campus in the heart of the city. Thus she is surrounded more by Blacks
than by other minoritized groups. She does, however, as noted in the last two lines, see the
importance of one being true to their culture/heritage and “embracing what they have”. This selfrecognition and acceptance is very important in growing one’s intercultural competence. Thus,
we can see that Sandy’s ICC awareness has seemingly increased and, at least with regards to
Bennett’s Model ,continues to shift further along the continuum toward a more ethnorelative
cultural view.
As was the case with the initial interviews at the beginning of the study, the heart of the
conversation was focused on Latinos and their relations with non-Latinos. Sandy speaks from the
first person viewpoint, noting that race and other factors, such as class, are factors in how groups
perceive each other. At the end of her answer, she seems to indicate an increase in her ICC
awareness again in discussing how learning other cultures is important.

Excerpt 7.6:
01 But, it all depends. You could also see them as people who, um, who are your equals
02 and they have a whole different culture, which is great because you can learn from
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03 that, and that can increase your intelligence and your awareness and you could
04 increase their intelligence and awareness.

She emphasizes both “your” and “their” showing that she understands that cultural exchanges
work both ways. Furthermore, she comments that each group could, depending on the person, be
seen as equals, differing in cultural background which could provide for mutual learning
opportunities. This indicates an increase in what Byram calls savoir être. As before, the
conversation switched from general relations between Latinos and non-Latinos to more specific
groups, starting with African-Americans or Black Americans. Sandy believes that one group is
exclusionary toward the other, but that it should not be that way, rather it should be more
inclusive. In fact, she again mentions the need for greater awareness of other cultures and why
this is important.

Excerpt 7.7:
01 …So, I feel like it’s bad how we exclude them, but I feel like if people took more time
02 to be more aware and, um…knowledgeable about what goes through for them, that
03 they’ll be like “Oh, like let me take into account the fact that ‘n’ this and such has
04 happened.”

Sandy also talks about how Latinos might feel angry towards African Americans or Black
Americans because of movements like “Black Lives Matter” which seem to be exclusive of other
minoritized groups. However, on the flip side of the argument is her view that a movement like
“Black Lives Matter” could help Latinos sense a reason to fight for themselves.
With regards to White Americans, Sandy feels that they see Latinos as subservient and
that this is ignorant. Her thought is that, just like with any non-Latino group, White Americans
could be more inclusive and could also recognize that all people deserve the same privileges. She
seems to see as well that generalizations cannot be made for one entire cultural or ethnic group
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as one viewpoint might not be shared by all people.

Excerpt 7.8:
01 So, it really all depends on…the person. ‘Cuz no one person’s the same, so it’s like
02 When you’re putting, like with majority, like with White people it’s like “Oh, they’re,
03 um, they’re beneath me.” But other White people, they’ll be like “Oh, no they’re not.
04 You need to realize these are people just like you and me. They deserve the same
05 privileges and such and such and such.” So I feel like…I feel like depending on how
06 they are depends on how they acting on it.

When the question is reversed, the same type of response is given, where it depends on
the individuals involved how Latinos feel about White Americans. It all comes down to how
members of each group treat/respect members of the other group. The Asian-American – Latino
relationship is interesting according to Sandy. One the one hand, she feels that Asian-Americans
are exclusive of Latinos. On the other hand, in her opinion, Latinos don’t really see or think
about Asian-Americans.
In her response to the next to last question regarding cultural contact, Sandy proves to be
very perceptive and talks not just about the language that could be shared, but the culture as well.

Excerpt 7.9:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your Atlanta community?
03 Sandy: …I see it as a great thing. Because it’s like, you have all these cultures and
04 it’s like your town is a melting pot. And it’s like’s, it’s such a beautiful thing ‘cuz
05 there’ll be something different every day.
…
06 Sandy: …So, I feel like having a lot of people, linguis – different linguistic people
07 would open people more ta cultures and make them feel like “Oh, let me learn more
08 about this.”
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Sandy demonstrates an increase in ICC awareness here because although the question was about
different language groups, she picks up on the cultural tones to the question and the
interconnectedness of language and culture. She also sees that learning something new about
other cultural groups is a “beautiful thing”. Finally, as in the first interview, Sandy is asked about
her interest in learning about culture in addition to language in the Spanish classroom:

Excerpt 7.10:
01 RB: And would you be interested in learning more about Latinos and their culture in
02 addition to speaking Spanish?
03 Sandy: Yes
04 RB: Why?
05 Sandy: Because, their culture’s very beautiful and I feel like there are certain things
06 we could take away that we could apply to our American society and to your
07 personal life, like the way they, um, regard the dead.

Sandy repeats what she said in the previous question about culture being beautiful, particularly
the Latino culture. She also has a very progressive thought process in that she sees that elements
of the Latino, or target, culture can be taken and applied to the participant’s own culture in the
United States as well as in their own lives. In addition, she mentions culture six times with all of
them leaning towards discussion of subjective culture either in specific or in general. This seems
to show that she is thinking more deeply about culture than she did in the pre-interview. This
could be indicative of an increase in ICC awareness over the course of the study as well.

Megan
Megan’s second interview, as was the case with the first, started with a discussion of
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where she felt she was in terms of progress in class and goal achievement. Her answers were
quite revealing, especially with regards to culture.

Excerpt 8.1:
01 RB: How do you feel you have done in class so far this semester?
02 Megan: I feel like I have improved in my Spanish skills and ….um I see a big
03 difference from when I learned Spanish in High School to now. I feel like I’ve – I’ve
04 um grasped a better concept of the different skills, verbs n – and all that stuff. So I
05 feel more confident.
06 RB: Did you achieve what you had hoped to achieve in class?
07 Megan: Yes. I hoped to achieve…um, understanding more of the language and
08 understanding more too of the culture and I think I’ve achieved that.

While her answers were straightforward, they told a lot about her language learning journey
throughout the study. While it is not completely clear whether or not the improvement she sees
in her grasping of the language is directly related to the cultural backbone of the curriculum from
the study, there is a clear difference in her confidence from when she began the study to the end
of the study. Also, it is important that she notes the fact that she wanted to understand more of
the target culture(s) and she achieved this goal during the course of the study. One of the key
pieces of information she learned from the study was revealed in the question about Latino
culture.

Excerpt 8.2:
01 RB: Did you learn anything new about Latino Culture?
02 Megan: Yes. In our Borderlands reading I’ve learned more about um the differences
03 between I’d say certain….what’s the word?, Latino like, like [inaudible] difference
04 between Latinos, Hispanics, Mexicans and [inaudible] differences.
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She specifically points to the readings from the cultural text as being crucial to her gaining an
understanding that there is a difference between Latinos and Hispanics and other cultural groups
in the Americas. This indicates a great increase in her ICC awareness from the beginning of the
study as she had no clear ideas about Spanish or Latino culture at that point. This shows growth
in Byram’s model of savoirs in general. Another way in which Megan’s ICC improved was in
what she learned about Latinos in the USA through the study, that they are not all immigrants.

Excerpt 8.3:
01 RB: Tell me what you know about Latinos in the USA.
02 Megan: Um, I know most of them –have immigrated but they’re not all from Mexico.
03 They’re from Central America, South America, the Caribbean, um, I’ve learned that a
04 lot of them are actually born here too. So, I learned that.

Megan refers to how another part of the study shifted her views of Latinos in this state. The
Latino interview she did helped her to see that there is a definite Latino presence in the state as
well as just how tight-knit a community they have. While she may still be at the beginning stages
of increasing her ICC awareness, she is exhibiting signs of improvement. The bigger picture is
starting to become clearer for her, but her understanding of the details, such as how many
Latinos are in this state, remain to be developed.

Excerpt 8.4:
01 RB: Tell me what you know about Latinos in this state.
02 Megan: Um… I … there don’t seem to be a lot of Latinos in this state, but from the
03 person we interviewed at [XXX] I’ve learned that there is a small group of them. And
04 because they’re a minority they seem ta really stay close together n try ta uplift each
05 other.
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Even with this increase in ICC awareness and Megan beginning to acknowledge and understand
the presence of Latinos in this state and this city, she still fails to take note of any Spanishspeakers, to include Latinos, that may be present in her community. This may be because there is
still a cultural bubble around her. That being said, the bubble is starting to disappear as her
cultural knowledge base expands. For example, her critical thinking skills about culture are on
display in her discussion of Latino – non-Latino relations.

Excerpt 8.5:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Megan: …I think a lot of people view them more negatively… um…A lot of
03 controversy’s going around because of Trump and wanting to build a wall and to keep
04 them out of America, but…um…I think Latinos are needed for diversity and for
05 learning more about different cultures and people. So…yeah.

Megan shows here that she has begun to consider the impact of other cultures on herself and the
country as a whole, especially with regards to the current administration’s desires – building a
wall. Instead of stopping at the building of the wall, Megan adds her viewpoint which is very
progressive and indeed will help to break that cultural bubble. It seems to indicate, as well, just
how important it is to discuss culture in the early stages of language learning, even at the postsecondary level.
In discussing the perceived relationship between Latinos and African-Americans, Megan
speaks in the first person using “we”. This is important as it shows her cultural self-identification
in a second activity in the study (the first being the Cultural Backpack). Her perception is that
there is a connection between the two groups both in that they are minorities and in the way they
are viewed and treated by other groups.
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Excerpt 8.6:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans in general?
03 Megan: I think we kind of… have a relationship because we are both a minority group
04 and we’re both viewed similarly as far as, um, not…really owning up or amounting to
05 anything. So I feel like we kind of confide in each other.

When the question was asked in the opposite way, Megan responded by discussing what she
learned from another aspect of the study, the Latino interview. As the excerpt below shows,
Megan understands part of the dynamic of the relationship between African-Americans and
Latinos is a mutual feeling – that there is a connection between them and so that they might be
drawn to each other.

Excerpt 8.7:
01 RB: How do you think Latinos feel about African-Americans or Black Americans in
02 general?
03 Megan: Well, when I was talking ta um the guy I interviewed at [XXX], he was
04 saying that he kinda looks for a, I don’t know, minority when he walks into a room,
05 so when he sees someone of Latino descent or African-American he, he kinda relates
06 with them n–n tries ta, um, get ta know them.
The same cannot be said, according to Megan, for how White Americans and Latinos feel
about each other. This seems to be a strained relationship at best. Again, Megan begins to think
critically about culture as she brings the current political state into the conversation. These
responses also seem to show that Megan’s ICC awareness is increasing in that she is not saying
that these beliefs are right, but rather acknowledging that they exist:

Excerpt 8.8:
01 RB: How do you think Latinos are regarded by White Americans?
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02 Megan: Um… I think White Americans view them as people who don’t belong in the
03 States…and, most the time, they’re like, they’re frowned upon. I think people think
04 they’re taking their jobs and they don’t belong here…
…
05 RB: How do you think Latinos feel about W -White Americans?
06 Megan: Um, I think it depends, but…I feel like as of right now Latinos aren’t
07 really…like, relate-relating to them because of what’s going on with Trump, and I feel
08 like they don’t think White people want them to be here.

With regards to the Latino – Asian-American dynamic, Megan also senses a common
bond due to both groups being minorities in the US. The relationship is not negative, but perhaps
a mutual acknowledgement of each other. She finishes the conversation by expressing her
feelings about cultural contact with different linguistic groups in addition to her level of interest
in learning about cultures and language together.

Excerpt 8.9:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your current community?
03 Megan: Um, You get to communicate with different people that…may share
04 something with you. You may get to learn something new. Um... [Inaudible] you get
05 to meet new people from all different walks of life.
06 RB: Would you be interested in learning more about Latinos and their culture in
07 addition to speaking Spanish?
08 Megan: Yes, I would be more interested, and I would like to visit…um, a Latin
09 America country.
10 RB: Why?
11 Megan: Um, I think it’d be interesting to see how they live and their view of life is
12 very different from ours, so… I’d be interested to learn more about their culture and
13 where they come from.
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This exchange represents an increase in her ICC awareness in two ways. First it shows a desire to
increase and improve her savoirs in general. Second, it shows that she possesses savoir être in
that she seems to value others and others’ cultures. In terms of how she mentioned culture in this
interview, she made four references to culture, all of which pointed towards subjective culture.
As with Sandy, this could indicate a deeper level of thinking about culture on her part.

Jane
The beginning of Jane’s second interview was interesting in several ways. First, she only
referenced how she learned the target language and not the target culture with regards to her
progress in class and her achievements:

Excerpt 9.1:
01 RB: How do you feel you have done in class so far this semester?
02 Jane: I think that I have done pretty well. Um, I think I’m learning the language pretty
03 well and I think I’m um, able to use it in uh, the real world.
04 RB: Did you achieve what you had hoped to achieve in class?
05 Jane: Yeah, My goal was ta….obviously do well in the class and also learn the
06 language and actually be able to use it in the real world. So, [Inaudible] I think that I
07 have achieved it.

In her opinion, she made good progress in class and achieved her goals. However, it is
interesting that she did not discuss learning culture as a goal in either the initial interview or this
interview. Second, her cultural discussion was not as complex as the other two participants’
discussions were. While she did note making gains in cultural understanding, her answers were
vague as to exactly what she learned and she still showed confusion about Spanish culture versus
Latino culture.
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Excerpt 9.2:
01 RB: Did you learn anything new about Spanish culture?
02 Jane: Um, yeah. I feel like I did. Um…yeah [laughs]
03 RB: Uh, what?
04 Jane: Um…that like there were countries that I did not know that – that spoke Spanish
05 [inaudible] actually do speak Spanish, but I just did not know they were actually
06 countries that do.
07 RB: Did you learn anything new about Latino Culture?
08 Jane: Um hm. Um…I think, I can’t really – I’m drawing a blank right now, but I did
09 learn like [inaudible] new stuff about the Latino culture.

Jane did note one major point of growth in her understanding of Latino culture when asked about
her knowledge of Latinos in the US. She responded that there are many types of Latinos in the
US. That being said, her knowledge of Latinos in this state is limited and, by her own admission,
so is her knowledge of Latinos in Atlanta. It is why her understanding is limited that is of most
interest.

Excerpt 9.3:
01 RB: Tell me what you know about Latinos in this city.
02 Jane: I don’t really know. ‘Cuz I don’t really leave campus that much, so I don’t really
03 know about Latinos in this city.

Here, although not explicitly, she refers to the bubble she lives in on campus, which was a
common link between most, if not all, participants, especially those who were non-residents of
this state. Also of interest is that when asked about recognizing Latinos in her community, she
responded affirmatively. She did also mention the presence of Latinos in groups of which she is
a part “back home”. In regards to Latinos in her current community, she mentioned a friend.
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Excerpt 9.4:
01 RB: Are they any Latinos in your current community where you live?
02 Jane: Mm Hm.
03 RB: Where do you see them and what are they doing?
04 Jane: Um, well my friend [XXX], she’s uh Puerto Rican so um I see her all the time
05 [laughs]. But uh, like what do you mean, like what is she do-like what are they doing?
06 RB: What are they doing? Where do they live?
07 Jane: They live on-they live on [XXX] campus and um getting the same k – the same
08 kinda education as I am.
09 RB: Do you know any of them?
10 Jane: Yes, my friend [XXX] [laughs]

The fact that she only discusses a friend again indicates that there is a bubble on campus in
which the participants live and that they do not have the opportunity to get out and see the bigger
picture of the entire community around them. This is problematic from a cultural standpoint.
This is also why the participants were given the opportunity to interview a Latino off campus.
The conversation continued with a discussion about perceived relations between Latinos
and non-Latinos. Jane believes that non-Latinos are open to learning about and communicating
with Latinos in general.

Excerpt 9.5:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Jane: Um…I think they’re – they’re- I think they’re…treated equally. Um, that they, I
03 feel like if [inaudible] if there’s [inaudible] knowledge enough that know Spanish I’m
04 pretty sure I think that they would speak Spanish to Latinos just ta, you know, I think
05 non-Latinos are open to learning Latino culture, if they want to. But, I think that they
06 are.
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When asked more specifically about the three non-Latino groups discussed in the first interview,
her comments are fairly similar, that all of these groups could be open to learning the Latino
culture. What is interesting about Jane’s responses is that they are based on her own personal
experiences growing up in a diverse community. For example, with regards to Latino-AfricanAmerican relations, her experience has taught her that both groups can be okay with each other.

Excerpt 9.6:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02Americans in general?
03 Jane: Um…well, I know for myself personally um growing up I – there were Latinos
04 in my community, so I was o – I was always open ta learning about their culture.
05 There’s you know, like I said, there is not just one type of Latino, there are many. So,
06 I was always open ta learning about their culture and where they come from and about
07 their county and stuff.
…
08 RB: How do you think Latinos feel about African-Americans or Black Americans in
09 general?
10 Jane: …Mm...I don’t [inaudible]. I don’t know about other people, but for me
11 personally, I’ve never had a problem with Latinos. My-My friend at home, my best
12 friend at home is Latino, so um, you know, I’m her, so I’m, I’m cool with Latinos. I
13 think they’re cool with me. I mean the ones, the Latinos back in my community we
14 were all friends with each other and we all got along with each other, so – I don’t
15 know about other places, but for me that’s how I feel like they are with us.

Her answer to the first question shows that, on Byram’s model, she possesses savoirs as well as
savoir être. A possible concern here could be that her experience is unique and that the feelings
of both groups being okay with each other is not general, but rather specific to her experiences.
That is not to say that what she has to say is not valid. It simply means that the relationship may
be more complex than she realizes or recognizes. As far as Jane’s views on Latino-White
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American relations, she stumbled for the words to describe her perspective, perhaps due to
nervousness during the interview. She did mention that some White Americans probably feel
open to the possibility of learning the Latino culture. In addition, she says some White
Americans seem to treat Latinos as equal. This differs from what other participants said, where
the sentiment was that Whites see Latinos as something less than themselves, perhaps even
subservient to them. Again, Jane’s perspectives come from her upbringing in a seemingly diverse
and accepting neighborhood. Also, it may be worth noting that kids tend to be more open and
forgiving than adults and her perspectives come from a young person.

Excerpt 9.7:
01 RB: How do you think Latinos are regarded by White Americans?
02 Jane: I think it’s [inaudible] like it’s the same as the – I feel like um there’re some
03 that would want to learn about their culture if they’re open to it. And there’re some
04 others that just….um…s – [inaudible] – you know – [inaudible]. Yeah, they just,
05 they’re open ta, there’re – there’re some that open to their culture and that are open ta
06 um…learning about their culture and then there’re some that are just, know
07 [inaudible], um, coop – not cooperate, but um, I don’t know what I’m trying ta say
08 [laughs]…H-um…H- there’re some that…treat Latinos equally as everyone else
09 [inaudible] [laughs]…
…
10 RB: How do you think Latinos feel about White Americans?
11 Jane: …I think the same thing from the – from another previous question.
12 Um…from home, you now, everyone just got along. Um…you know, uh, there were
13 never really any problems with Latinos and White Americans that I can [inaudible]…

Jane also seems to see the same type of relationship between Latinos and Asian-Americans. That
is to say, she also views these two groups as being open to each other’s cultures and learning
about them. Again, this is different from the other participants’ views in that they saw either no
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relationship existing or if one did, it was not open and accepting. This could be due again to
Jane’s personal experiences where she saw a general acceptance in her community. However,
what she does not mention, and therefore what she does not see – the difficulties that may exist
between the two cultural groups - could also be a result of the cultural bubble she lives in that
has prevented/prevents her from seeing the whole picture, which is through no fault of her own.
The interview concluded with Jane explaining what she sees as the benefits of different
linguistic groups in one area and whether or not she would like to learn more about Latino and
culture alongside the grammar portion of the curriculum. In her responses she mentions being
open-minded to other cultures and how important it is for her, both personally and
professionally, and in general.

Excerpt 9.8:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your current community?
03 Jane: Not [inaudible], just getting…just having the opportunity to get to know
04 multiple cultures at a time, so that way you’re not cl-so- closed-minded about just one
05 culture, you just have – you’re very open-minded about uh different cultures.
06 RB: And would you be interested in learning more about Latinos and their culture in
07 addition to speaking Spanish?
08 Jane: Mm hm, yes.
09 RB: Why?
10 Jane: ‘Cuz I feel like it’s important to…always have an open mind about different
11 cultures and, you know, [inaudible], and I feel like for me, I would like ta be able ta
12 speak Spanish uh in the op – in the real world and be able ta translate and be bilingual
13 because um, I mean the profession I wanna be in I can…be in a situation where I need
14 to speak Spanish, so I think it’s important that, um, I learn a new culture and I learn a
15 new language.
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First, her recognition of the cultural component of having other linguistic groups around is very
important in increasing ICC awareness. So is the recognition of the need to move away from
being close-minded and toward being more open-minded. This shows her ICC awareness is
shifting on Bennett’s Model towards and deeper into the ethnorelative side. She also shows
possession of savoir être on Byram’s model. Second, her response to the last question shows that
she is beginning to think about the importance of not only having linguistic proficiency and
competence, but also intercultural communicative competence in the professional world. Jane
refers to culture five times in this interview. They are mainly general references which could
indicate both objective and subjective elements. This seems to indicate that she too is beginning
to think about culture on a deeper, more subjective level.

Lisa
At the beginning of her second interview, Lisa states that she has achieved what she set
out to achieve in class over the course of the semester, specifically learning to speak and
understand Spanish better. However, she did note that she could have studied more, but that she
achieved her goal for the most part by doing what was necessary. When asked about what she
learned about Spanish and Latino cultures, her answers were interesting in that they were vague.

Excerpt 10.1:
01 RB: Did you learn anything new about Spanish culture?
02 Lisa: Uh, yes. I learned about like the different countries and the different
03 similarities….well, that didn’t make any sense – well, the similarities that they have
04 and the differences that them themselves have between each other.
05 RB: Did you learn anything new about Latino Culture?
06 Lisa: Uhh…yes! They um…just how they’re uh for the most part they’re a lot similar
07 ta other cultures but they are, they each of them have their differences.
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What is important is that she focuses on there being similarities between the target cultures and
other cultures. Usually, the focus is on differences, so her recognition of similarities seems to
indicate an increase in ICC awareness. Her responses to the next few questions about Latinos in
the USA, this state and this city are also interesting and telling in that she focuses on culture,
specifically honing in on the culture they bring to the areas as well as the cultural influences.
This too is indicative of increased ICC awareness as culture is now a key part of the discussion,
instead of only language. It is also important to note that Lisa still does not seem to recognize the
number and level of influence of Latinos in and around the Atlanta area. Therefore, this could
indicate a lower level of ICC awareness.

Excerpt 10.2:
01 RB: Tell me what you know about Latinos in the USA?
02 Lisa: Um, There’s a large majority of them. Um, they travel here, a lot of them travel
03 to visit America, some travel ta start new lives in America. Um, they bring a lot of
04 culture with them. Alot of different, um, traditions that American share today come
05 from them, and….yeah.
06 RB: Tell me what you know about Latinos in this state?
07 Lisa: Uh, there’s not that many, but they do bring their own culture into the areas that
08 they are a part of.
09 RB: And the Latinos in this city?
10 Lisa: Uh…you could kinda say the same thing – there’s not a lot but they – you can
11 sense some of their culture influences.

Lisa’s answers to the next few questions about the presence of Spanish-speaking people in and
around aspects of her life are consistent with those from the first interview. Therefore, it is
possible that she is still in a cultural bubble as far as being mainly on her school’s campus and
not venturing out into more of this city. The interview then turns to her desire to speak Spanish
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with Latinos in her community. Again, her response is very similar to that from her preinterview in that she mentions a hesitancy to do so because of the possible barrier that may exist
between the proper Spanish she is learning and speaking and the more informal Spanish that the
Latinos may be speaking.

Excerpt 10.3:
01 RB: Do you ever think about practicing your Spanish with Latinos in your
02 community?
03 Lisa: Sometimes, but then I think it’ll be a little different because I’m learning like
04 formal Spanish and they have, like how we have our own slang and like casual
05 languages when we learn English, they have theirs also. So, mine would be a lot more
06 proper then theirs.

It is at this point that the conversation switches to Latino – non-Latino relations. In general, her
sentiment remains the same from the pre-interview in that she feels that non-Latinos have a
limited idea of who Latinos really are.

Excerpt 10.4:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Lisa: Um…uh –they’re like…everyone, well not everyone, but some people have their
03 preconceived ideas of the type of people that they are….uh, I feel like everybody does
04 that with different races period. But, they just a lot of times have a misunderstanding
05 of who they really are.

Lisa’s response to the more specific question of Latino – African-American relations is
interesting in that it seems to draw on her own story and interactions with and observances of
this relationship dynamic. That is to say that she speaks in the first person and talks about similar
societal struggles experienced by both groups.
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Excerpt 10.5:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans?
03 Lisa: Um, of course we acknowledge that they’re different, but for the most part, from
04 what I’ve seen, I feel like we kinda compare to each other, like we’re similar
05 [inaudible], we understand each other’s struggle.
…
06 RB: How do you think Latinos feel about African Americans or Black Americans in
07 general?
08 Lisa: I think they feel how we feel, how we kinda of eq – we’re different but we share
09 a lot of the same struggles in society and so we closely relate to each other.

With regards to her understanding/perception of the relations between Latinos and White
Americans, Lisa points to acknowledgement of differences by White Americans and a need for
Latinos to educate White Americans on who they really are. This appears to indicate that her
ICC awareness is increasing. What is important to note here is that Lisa does not draw on, as she
did in the pre-interview, the current political climate here in the US as relates to Latino-White
American relations.

Excerpt 10.6:
01 RB: How do you think Latinos are regarded by White Americans?
02 Lisa: Um…they acknowledge that they are different as everyone does, to other races.
03 Um…I think they just acknowledge the differences.
…
04 RB: How do you think Latinos feel about White Americans?
05 Lisa: Um…I think sometimes we think they have….uh, a negative idea of how they
06 really are. And then sometimes they hope ta educate them ta get rid of that, like, idea
07 of how they really are.
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Her understanding of Latino – Asian-American relations is a general feeling of
acknowledgement that cultural differences exist between the groups. With regards to her feelings
about the benefits of having different linguistic groups in her area, Lisa again, as she did in the
pre-interview, focuses on the cultural impact and not just the language impact.

Excerpt 10.7:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your Atlanta community?
03 Lisa: Um, you get to experience other people’s culture and you get educated on things
04 you might not have known from the beginning.

Her CRT development seems to be evident in that her answer to the final question about wanting
to learn culture alongside language in the classroom draws on her own personal developmental
desires. What is also important is that she maintains her desire to learn culture and language
together.

Excerpt 10.8:
01 RB: And would you be interested in learning more about Latinos and their culture in
02 addition to speaking Spanish?
03 Lisa: Yes
04 RB: Why?
05 Lisa: Because…I’ve always want to get to know a group of people as best as possible,
06 so that I never am….like ignorant ta the type of people they are or how they live or the
07 type of traditions that they have. I never wanna make anyone uncomfortable or not
08 be…aware of certain differences that we may have, or say something that’s wrong that
09 may be offensive. So just ta educate myself ta better interact with them.

She indicates a self-consciousness about being culturally sensitive to Latinos, or other groups in
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general. She shows growth from her answer to this question in the pre-interview as she is able to
better explain why she wants to learn culture. This is very important in increasing her ICC
awareness as it shows an acceptance of other groups for who they are, a step towards
ethnorelativism on Bennett’s model, as well as a step up on Deardorff’s model. Therefore, it
would appear that a continued increase of ICC awareness from Lisa in this second interview is
indicated. Another possible indication of her increasing her ICC awareness as a result of this
interview is the fact that she mentions culture six times, so she is beginning to really think about
culture and its importance. Perhaps even more indicative of an increase in her ICC awareness is
that while the majority of her references are more general, they can refer to both objective and
subjective culture.

Hannah
Hannah opens the second interview by stating that she feels that she did achieve,
although it was hard at times as she was not learning in her native language, what she set our to
in class over the course of the semester. In response to whether or not she learned anything new
about Spanish and Latino culture, Hannah’s answers are interesting and troublesome at the same
time.

Excerpt 11.1:
01 RB: Did you learn anything new about Spanish culture?
02 Hannah: Anything about Spanish culture?...um…I think I come to know more about
03 the people of the um…uh…Spanish-speaking world.
04 RB: Mmkay, what?
05 Hannah: Uh, like their um personalities, their characters and their way of – particular
06 ways of doing – thinking doing things.
07 RB: Did you learn anything new about Latino culture?
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08 Hannah: Latino culture?...Nooo.

It appears as though she continues to confuse Spanish and Latino culture as she references
people of the Spanish-speaking world when responding to the question about Spanish culture.
Therefore, her answers, especially to the question about Latino culture may be misleading, but
not intentionally. That notwithstanding, she has learned something about the target cultures
which would seem to indicate an increase in ICC awareness as she had indicated she knew
nothing about either Spanish or Latino culture in the pre-interview. When asked about her
understanding of Latinos in the USA in this interview, she echoed what she said in her first
interview, that they are hardworking. However, she expanded on that description the second
time.

Excerpt 11.2:
01 RB: Okay…Tell me what you know about Latinos in the USA.
02 Hannah: Um…Latinos in the USA…Okay, um…I don’t know many of Latinos in
03 here, but um among the a few people I know, um I think they are hard-working, they
04 are, um, nice….and um…yeah, um more um – they are more um extra- ex – uh they
05 are more um open and outgoing then…[other] people [laughs]

She added that Latinos were more “open and outgoing”, something she did not mention the first
time. With regards to the Latinos in this state and this city, Hannah did not know of any Latinos
and her answers reflected this. This is consistent with her responses to the same questions in the
pre-interview, indicating that her level of ICC awareness remained unchanged, at least in this one
respect.
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Excerpt 11.3:
01 RB: Um hm…Tell me what you know about Latinos in this state.
02 Hannah: No, I don’t know Latinos in here.
03 RB: Okay…Tell me what you know about Latinos in this city?
04 Hannah: I’ve no idear.

The interview continues with questions about the presence of Latinos in and around places and
groups near where Hannah lives. As was the case with the pre-interview, she did not recognize
Spanish-speakers in her community, church or groups of which she is a part. This could be due
to the fact that Latinos are geographically far away from her home country. She does continue to
show confusion over what is meant by Spanish-speaking people as she references people from
Brazil who speak Portuguese. As the discussion turns to Latino – non-Latino relations, Hannah’s
lower level of ICC awareness, at least with regards to the target cultures, becomes more
apparent. Her answer to the first question is vague.

Excerpt 11.4:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Hannah: Um... Latinos…well, that’s hard to say. Um…um, I think they’re a group of
03 people who are outgoing and their culture is…really objective.

The interview then turns to the relations between Latinos and other specific cultural groups. With
regards to the relations with African-Americans, Hannah gives us no new insight into any
changes in her ICC awareness.
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Excerpt 11.5:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans in general?
03 Hannah: I have no idea.
…
04 RB: Okay. How do you think Latinos feel about African-Americans or Black
05 Americans in general?
06 Hannah: Mm, I have no idea.

She gives two responses when asked about Latino relations with White Americans. Both answers
are at least partially correct. This seems to indicate that she does have some ICC awareness.
However, it must be noted that her responses are very similar to those offered in the preinterview.

Excerpt 11.6:
01 RB: Okay…How do you think Latinos are regarded by White Americans?
02 Hannah: Um…maybe they are competitors…um, with ra-, with-with respect to um
03 hunting for jobs.
…
04 RB: How do you think Latinos feel about African-Americans or Black Americans in
05 general?
06 Hannah: …Um, mostly good. But sometimes there – there can be kind of tension,
07 kind of um hos-tile emotion.
08 RB: How do you think Latinos feel about White Americans?
09 Hannah: Oh, Sorry. The - the last a-question I answered was [laughs] I a- was um…
10 their relationship with W-White Americans.
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She is correct that sometimes White Americans think that Latinos are stealing their jobs. So
therefore there are tensions as she mentioned. This does not tell the whole story though as there
can be, as Hannah says, good relationships between White Americans and Latinos.
The final two questions, geared towards gauging understanding of the benefits of having
different linguistic groups in one’s area as well as interest in learning culture and language
together, elicited interesting answers, at least in part, from Hannah. They again gave a glimpse
into her level of ICC awareness. In response to the first of the two questions, Hannah mentions
learning their culture first which is very important. A secondary response is language. This is an
expansion upon her response from the pre-interview.

Excerpt 11.7:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your current area…community?
03 Hannah: Uh, pardon?
04 RB: What do you see as some of the benefits of having different linguistic groups in
05 your current community?
06 Hannah: Um, okay. The benefits is that I – I can learn a lot uh of their culture. And
07 also I can pick up some of their language.

The final question was answered just as other participants had answered, in the affirmative, but
the reason was much simpler and less detailed than the one she gave in the pre-interview.

Excerpt 11.8:
01 RB: Would you be interested in learning more about Latinos and their culture in 02 addition to speaking Spanish?
03 Hannah: …Is that a yes/no question?
04 RB: Mm hm
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05 Hannah: Yes
06 RB: And why?
07 Hannah: …I don’t know, I just feel like [inaudible] like to.

This response is indicative of Hannah’s general discussion of culture throughout the
interview. That is to say, much like the pre-interview she did not discuss culture to a great extent.
She only mentioned it twice. However, both times it could have referred to both objective and
subjective culture indicating, albeit in a general manner, possibly indicating at least a small
increase in her ICC awareness.

Claire
At the beginning of the second interview, Claire spoke about her progress in class and
achieving her goals in particular. It is interesting to note that her responses said nothing about
learning culture, focusing instead on language skills, such as grammar and communication.

Excerpt 12.1:
01 RB: How do you feel you have done in class so far this semester?
02 Claire: I feel that I’ve really been excelling in [clears throat] getting ta be like more
03 fluent, understand like the grammatics of Spanish.
04 RB: Did you achieve what you had hoped to achieve in class?
05 Claire: Yes. I hoped to achieve uh learning more Spanish and speaking it with
06 someone who is a Spanish-speaker and doing well in the class.

When she was asked about whether or not she learned anything new about Spanish or Latin
culture, her answers were interesting. First, she focused on objective culture and confused culture
of the Spanish-speaking world and Spanish culture. Then she generalized something from the
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Latino interview that should not have been, nor really could have been, generalized. These two
responses, although they give more information than her responses in the first interview, seem to
indicate the lower level of her ICC awareness.

Excerpt 12.2:
01 RB: Did you learn anything new about Spanish culture?
02 Claire: I did learn like different um learn diff – like their culture ‘n’ how like their
03 week – how their week starts and what they do like lunch breaks ‘n’ stuff like that that
04 I didn’t know before.
05 RB: Did you learn anything new about Latino Culture?
06 Claire: I did. Um, durin’ the interview like I learned that he was saying like for men
07 basically their future was determined by being like on the construction company or
08 working for one, which I didn’t know...at all.

Claire’s responses to the questions about what she knows about Latinos in the USA, this state
and this city also show a lower level of ICC awareness. First, some of what she says is incorrect.
Second, she generalizes again from the Latino interview, which cannot be done.

Excerpt 12.3:
01 RB: Tell me what you know about Latinos in the USA?
02 Claire: I know that, um…they, they are a minority and they do um, a lot of them are
03 either from here or they have parents that aren’t like either from Mexico or
04 somewhere in um Spain and that they come over her and learn Spanish and English
05 ‘n’ buy within the US.
06 RB: Tell me what you know about Latinos in this state?
07 Claire: I know that um…uh, us like just doin’ the interviews a lot of them um their
08 parents aren’t from here, but they’re born here…so…
09 RB: Tell me what you know about Latinos in this city?
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10 Claire: Oh, I think I would say the same, how, um, they aren’t – they aren’t born here,
11 but the – their children work here and go ta school here ‘n’ stuff like that.

The cultural bubble in which she found herself early in the study, seems to have been broken and
she seems to see and understand the impact of Latinos in various aspects of her life. This seems
to show an increase in her ICC awareness.

Excerpt 12.4:
01 RB: Are there any Spanish-speaking people in your community?
02 Claire: Um, yeah. There are.
03 RB: Uh, in your church?
04 Claire: No.
05 RB: In groups that you are a part of?
06 Claire: Yes.
07 RB: Are they any Latinos in your current community where you live?
08 Claire: Yes.
09 RB: Where do you see them and what are they doing?
10 Claire: Um, I see them like goin’ ta work and goin’ ta school, stuff like that
11 RB: Do you know generally where they live?
12 Claire: Um…[inaudible] they’re spread out amongst like the whole city of Atlanta.
13 RB: Do you know any of them?
14 Claire: Yes.

Not only does she recognize Latinos in different facets of her life, she also says that she knows
them. This is different from her responses in the pre-interview. Whereas she mainly answered no
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to these questions in the first interview, she now answers yes. This shows a heightened
awareness of the cultures around her and therefore a potential increase or positive shift in ICC.
She continues the interview talking about Latino – non-Latino relations. Her responses here are
consistent with her responses from the first interview. First, she was asked about the relations in
general.

Excerpt 12.5:
01 RB: How do you think Latinos are regarded by non-Latinos?
02 Claire: I think they are, like, seen uh in a negative light.

Then she was asked about relations between Latinos and other specific cultural groups. With
regards to her responses about Latino - African-American relations, she draws on the Latino
interview and her own personal experiences. She is partially correct in her responses. While, she
is correct that there is a mutual respect, what she does not mention is that there are tensions as
well. In addition, she tells part of her own story, referring to “we” when talking about AfricanAmericans. Thus, she is speaking from her experiences.

Excerpt 12.6:
01 RB: How do you think Latinos are regarded by African-Americans or Black
02 Americans in general?
03 Claire: I think we have like a respect for them, like um…how we said in my interview,
04 like how we all are minorities so, you know we ha-all have that common like
05 denominator.
…
06 RB: How do you think Latinos feel about African Americans or Black Americans in
07 general?
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08 Claire: I feel like they do have the same respect for us since we are a minority and a
09 part of a larger group.

Claire is also astute in her observations of Latino-White American relations. She recognizes that
there is a lack of respect for Latinos by White Americans, which, while true for some, is a
generalization, and not necessarily true across the board. However, she also recognizes that this
viewpoint is not right. Furthermore, she notes that the attitudes go both ways. Her responses are
very similar to those given in the pre-interview, and they show that she does have ICC
awareness.

Excerpt 12.7:
01 RB: How do you think Latinos are regarded by White Americans?
02 Claire: I think some…have like, an opinion about them that aren’t – that isn’t
03 right…so they aren’t seen as something that they should respect.
…
04 RB: How do you think Latinos feel about White Americans?
05 Claire: I think they have, like…an, like, sorta like a attitude towards them if…some
06 White Americans do feel some typea way about them.

She also remains consistent when asked about Latino – Asian-American relations. She again, as
in the first interview, notes possible negative feelings towards Latinos. The same seems to be
true of the reverse relationship.

Excerpt 12.8:
01 RB: How do you think Latinos are regarded by Asian Americans?
02 Claire: Um…I would say maybe…it’s not neutral, but maybe they might see them as
03 in a negative light as well.
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…
04 RB: How do you think Latinos feel about Asian-Americans?
05 Claire: I think the same thing if Asian-Americans have like…some typea like
06 stereotype or predetermined characteristic about them. Somethin’ like that.

Her level of ICC awareness shows up again when the conversation comes to a close. She really
begins to pick up on the importance of learning about other cultures and learning them alongside
the target language in the classroom. For example, she talks about the benefits of having
different linguistic groups in one’s area and how the impact is more than just linguistic, but
cultural as well and how important that is, noting that it helps foster an openness to learning
cultures, which is a key component in all three ICC models.

Excerpt 12.9:
01 RB: What do you see as some of the benefits of having different linguistic groups in
02 your current community?
03 Claire: You can learn their culture and their language and just become more open and
04 learn more.

Finally, Claire says something that no other participant said when responding to her interest in
learning about Latinos and their culture alongside the target language. While she notes as others
did the importance of learning other cultures, she also mentions that it is equally important to
learn about one’s own culture.

Excerpt 12.10:
01 RB: Would you be interested in learning more about Latinos and their culture in
02 addition to speaking Spanish?
03 Claire: Yes.
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04 RB: Why?
05 Claire: Because I feel like I can gain more insight into, you know, their culture and not
06 jus’ mine or like the American culture, African-American culture. I get to see wha07 what it’s like, you know, through a different lens.

What is especially important here is that she mentions that she can begin to look at the world
around her through a different lens, and not just her own. This is a great indicator of an increase
in ICC awareness and movement along Bennett’s continuum towards and into ethnorelativism.
In addition, in terms of her discussion of culture, she did not mention it as many times as she did
in the pre-interview, but of the three times she mentioned it, two were leaning towards the
subjective side of culture. As was the case with most of the rest of the participants, this could
indicate a deepening in her understanding of culture and therefore an increase in her ICC
awareness.

Summary and Findings
When comparing this second interview and the level of ICC awareness shown by each
participant with the first interview, it seems clear that all participants showed some shifts in the
direction of ICC. Not all shifts were large, but they were all present. Sandy noted an increase in
her own ICC awareness at the beginning of this second interview. She also seemed to show a
shift further into the ethnorelative side of Bennett’s model and towards acceptance of and
openness towards other cultures. In addition, there seems to have been growth in her savoir être.
In the case of Megan, she began to see the differences between Spanish and Latino cultures. She
also began to acknowledge and understand the presence of Latinos in this state and this city,
another sign of an increase in ICC awareness. With regards to Byram’s model, Megan showed
growth in her savoir être, however she did not show a noticeable shift along Bennett’s
continuum, staying between minimalization of her own culture and acceptance of other cultures.
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Jane acknowledged that she was still trapped in a cultural bubble. She also shows that she
possesses both savoirs and savoir être and that she recognizes minimalization of her own culture
and the acceptance of non-Latinos. Lisa still demonstrates a difficulty in distinguishing between
Spanish and Latino cultures. She does however, demonstrate the recognition of AfricanAmerican and Latino similarities and differences. On Bennett’s model, she leans towards
acceptance and she has shown that she is moving upward on Deardorff’s model. With regards to
Hannah, she still appears to have a lower level of ICC awareness with respect to the target
cultures. However, an increase ICC awareness is indicated by the end of her interview. Finally,
whereas Claire showed a lower level of ICC awareness at the beginning of the second interview,
she did move outside of the cultural bubble in that, amongst other things, she began to recognize
and understand the impact of Latinos in the community. The awareness of other cultures and
openness to these cultures seems to indicate that at this point she is moving, on Bennett’s model,
from minimalization of her culture to acceptance of other cultures. This moves her to the
ethnorelative side of Bennett’s model. Thus, all participants appeared to have demonstrated
through the two interviews an increase in ICC awareness. This is a good indicator that Shultz
(2007) was right in stressing the importance of integrating cultural knowledge and intercultural
competence into the foreign language curriculum from the beginning of instruction. The CRT
analysis for this activity shows that participants are opening up even more about their story and
that their story seems to be changing, perhaps as a result of this course and/or study. Participants
are demonstrating, through their storytelling, that they are learning more about themselves and
about culture in general and other cultures, specifically the Latino culture(s). As a result of this
storytelling and the experiences of this activity and this study, participants are beginning to burst
the cultural bubble in which they live and are beginning to see the entirety of the world around
them, adding more to their own stories.
There are two major findings, above all, for this activity. First, that student ICC
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awareness seems to increase with increasing exposure to the target culture(s). Second, again, as
was the case with the first interview, participants indicated a definite desire to learn culture
alongside language. As a result of the exposure to the target culture(s), participants also seem to
be more aware of why this is the case for them.
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CHAPTER FIVE
FINDINGS AND DISCUSSION

This dissertation study examined the role of moving cultural instruction away from the
periphery and more towards the center of foreign language instruction in an introductory collegelevel Spanish course. There were two purposes of the study. The first purpose was to investigate
what knowledge of the target culture(s) participants had entering the course and whether or not
students want to have more in-depth and meaningful instruction about and learning of the target
culture(s) in addition to the normal course of language study at the introductory level. The
second was to investigate how such cultural activities and instruction might affect the
intercultural communicative competence (ICC) of these learners.
Before discussing these purposes in depth, what needs to be understood is why it is
important to study culture at the college level, specifically in the introductory-level foreign
language classroom. More importantly, it must be understood why teaching and learning culture
in general at this level is so important to increasing intercultural awareness. As has been noted
previously, culture, while linked with language, is all too often artificially separated from
language and pushed to the periphery of the curriculum. Hennebry (2014) even notes that “[i]t
has been argued that culture is the marginalized sister of language” (p. 135). This is changing
and a shift is occurring, but the challenge is how exactly to expand culture instruction in an
already rigid curriculum at the introductory level. In essence, the struggle that exists is how best
to incorporate culture into the curriculum without altering the language instruction. The
NCSSFL-ACTFL World Readiness Standards (WRS) place culture firmly at the center of
instruction, but there is a question as to whether the standards are meant to apply only to K-12
classrooms or if they are intended for all classrooms K-16 (Magnan et al, 2012). The literature is
much more plentiful with regards to K-12 instruction than with regards to postsecondary
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instruction and learning, especially at the introductory level. This study was aimed at beginning
to bridge the gap in the literature and opening the conversation with regards to postsecondary
cultural instruction and learning and showing, to some degree, that there is a desire to learn more
explicitly about culture at that level and that there is a need as well.
To answer the research question, “What are foreign language learners’ perspectives on
learning culture through a cultural text and personal experiences in the Latino community?”,
students were recruited from an introductory college-level Spanish course. The study lasted ten
weeks during a semester-long course. The study included interviews with the researcher, the
reading of a cultural text and several other activities aimed at looking at participants’ own
cultures as well as their understanding of the target culture(s). In this chapter, the findings are
discussed in two parts: first, how the findings are related to and help us understand the models
and second, ones that relate to the overall study and fit outside of the models. Then, there will be
discussion about the findings. I will then discuss the limitations of the study, both general and
those specific to each activity. Next, I will discuss the future implications of the study, first
looking at general implications and then looking at pedagogical implications ranging from K-12
to Postsecondary levels and also including teacher education programs. I will then end the
chapter with concluding remarks.

Significance of study
This study was an intrinsic case study (Stake, 2005) stemming from my interests in the
case itself, but also an instrumental case study in that was used to provide insight into an issue.
explicitly incorporating culture into the postsecondary introductory language class curriculum.
Moreover, I wanted to learn more about whether or not students want to and can learn about the
target culture(s) in this type of classroom as well as if and how learning about culture at this level
impacts student ICC/intercultural awareness. In addition, this study examined CRT and the use
of and evolution of minoritized participants’ stories and cultural experiences over the course of
the study. This study centered around a case of one postsecondary introductory language
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classroom where the curriculum was tailored to include cultural activities and the reading of
excerpts from a cultural text. Within the case there were nine sub-cases, which at the end of the
study were parsed through and the focus turned to parts of several of these cases which provided
the most representative sampling of the data.

Findings
Data were analyzed by data set as opposed to by participant for a specific reason. First,
not every participant had a full data set. That is to say that some participants did not agree to be
audiotaped so their interviews could not be used for this study. This would mean that if analysis
had been done by participant it could have been harder to see some within-case findings as well
as some between-case findings. However, by conducting the analysis by data set, a fuller picture
was gained, especially with regards to between-case findings. Findings of the study revealed the
impact of introducing culture into the curriculum of a postsecondary introductory level Spanish
classroom. In particular, as noted above, the findings demonstrated:
1. That students sometimes enter postsecondary introductory level Spanish classrooms
with limited and/or inaccurate knowledge of the target culture(s).
2. That student knowledge of the target culture(s) seems to be largely objective and
tends to be less subjective.
3. That students living on more homogenous college campuses might live in more of a
cultural bubble than not and therefore might fail to see and fully appreciate the impact
of the target culture(s) around them.
4. That students can and do want to learn about the target culture(s) in addition to the
target language in foreign language classes even at the introductory level.
5. That student intercultural awareness appears to shift in a positive way and increase
when students are exposed to the target culture(s).
6. That students do need to think about and understand their own culture(s) in order to
better understand the target culture(s).
7. That when given the opportunity, students will begin to open up about their own
cultural experiences and tell their stories.
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Relation of findings to the models
Finding #1 – Students have limited and/or inaccurate knowledge of the target culture(s)
This finding relates to participant prior knowledge of the target culture(s) upon entering
the postsecondary introductory level Spanish class. The indications from the pre-interview
questions relating to prior knowledge of the target culture(s) were that student knowledge of the
target culture(s) upon leaving the secondary level foreign language classroom and entering the
postsecondary foreign language classroom was limited and even, at times, inaccurate or
incorrect. For example, most participants had trouble differentiating between Latino culture and
Spanish culture. In addition they noted little to no knowledge of well-known holidays and
observances in the Spanish-speaking world. Furthermore, in some cases, if they did know
something, their understanding was not always accurate. For example, Sandy was under the
impression that Cinco de Mayo is Mexico’s Independence Day, which is not true. What could be
even more interesting is that there was general confusion about the difference between Latino
culture and Spanish culture. For example, Sandy made a generalization about Latinos as
“Spanish-speaking people”. Hannah referred to Latinos as being from South America. While
these statements are true, they are not entirely accurate as there are Spanish-speaking people who
are not Latinos. In addition, there are Latinos from North America and the Caribbean as well. It
is important to note these inaccuracies and why they are inaccurate as there is a distinction to be
made between the two cultures – Latino and Spanish. It is also important to note that there is not
just one Latino culture, but many cultures within Latin America.
That being said, some participants did come into the study with some interesting personal
experiences with interactions with members of the Latino culture, be they interactions in the
participants’ diverse hometowns, such as Sandy’s experiencing of quinceañeras, or abroad as
they were immersed in the culture, if only briefly, as was the case with Megan when she
travelled to two separate Spanish-speaking countries and listened to natives tell their stories.
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Even so, these interactions helped to foster some intercultural awareness prior to beginning the
study. The general feeling, though, was that prior knowledge of the target cultures was limited at
best.
Each of the three theoretical models used in the study – Bennett’s DMIS, Byram’s and
Deardorff’s – places these participants in similar positions with regards to level of intercultural
awareness. First, Bennett’s and Deardorff’s are set in stages in a more linear fashion, so it could
be easier to see where each participant’s level of awareness is and how it seems to increase over
time. However, participants can be placed within one stage at the beginning of the study generally minimization on Bennett’s model and in the first stage of requisite attitudes on
Deardorff’s model. Therefore, on Bennett’s model it can be easier to see that participants might
already be in possession of some intercultural awareness than it is on Deardorff’s. However, this
linearity of the models could be problematic as it can be argued that cultural awareness is not
gained necessarily in a set pattern through stages, but rather in a fluid nature through different
processes and experiences over time. Even so, this linearity could be advantageous in that it
allows one to more easily see whether awareness has increased or not, and how it has, if it has. In
the case of Byram’s model, this is more of a cyclical model where participant intercultural
awareness levels can be in different places with regards to the different savoirs in the model.
Some participants, like Sandy, show that they have both savoirs, or general knowledge about self
and others, as well as savoir être, or intercultural attitudes, such as relativization of self. This
would also be consistent with being near the ethnorelative side of Bennett’s model. In short, the
theoretical models can be used in this case to give a general “starting point” for participant
intercultural awareness throughout the study.

Finding #2 – Student knowledge of target culture(s) is more objective than subjective
The second major finding of this study is that the cultural knowledge that participants had
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entering the study seemed to lean more towards the objective side than the subjective side. As
noted before, the goal is to move culture more towards the center of the curriculum and expose
students to the deeper meaning of culture, the subjective side of culture. What is problematic is
that participant knowledge of the target culture(s), based largely on the pre-interviews, seems to
be stuck on things like food, famous folks and festivals, all of which are more concrete elements
of culture. For example, Megan mentions food when asked about what she knows about Latino
culture. In addition, Jane mentions learning about a “historical figure” during announcements
during Hispanic Heritage Month in high school. Claire even mentions just having parties for
certain festivities in high school, but not really learning anything deep about the target
culture(s). What appear to be missing in these examples are the more abstract and intangible, or
subjective, elements of culture. Again, this is largely seen in the pre-interviews when participants
were asked about what they knew about Latino culture and Spanish Culture, and about particular
observances in the target culture(s). This could be a reflection of the cultural instruction they
received in primary and secondary level foreign language classes.
As was the case with the first finding, as this one came at the beginning of the study,
participants were positioned low on Deardorff’s model as their intercultural awareness seemed to
just be coming into focus. On Bennett’s model, participants in general were still placed in the
two stages – minimization and acceptance – in the middle of the model. With regards to Byram’s
model, the positioning of the participants is the same as with the first finding, that students have
limited and/or inaccurate knowledge of target culture(s), as both findings go hand-in-hand.

Finding #3 – Students living on more homogeneous college campuses may live in a cultural
bubble regarding the target cultures
The third major finding of this study is that of the perceived cultural bubble, where an
individual is imbedded in their own culture(s) and is not always aware of the other cultures – the
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Latino cultures - around them, that participants seem to live in on the college campus with
regards to their awareness of the target cultures around them. That is to say that even though
participants may have had experiences with members of the target culture in their hometowns,
when it came to their awareness and appreciation of the impact of members of the target culture
in the community around them (near the college campus), these may have been minimal. This
was observable through the questions asked regarding the presence of Latinos in and around the
neighboring community and city as well as sometimes in participants’ own communities. Megan,
for example, as noted in the previous chapter, seems to have little to no knowledge of Spanish
speakers that may be around her. This could be indicative of a cultural bubble. Jane is not very
different, even though she recognizes Latinos with whom she is familiar, those whom she does
not know have gone unrecognized. This again is indicative of that possible cultural bubble. To be
fair, this lower level of awareness could be linked to participant age and lack of experiences with
the target culture. Even at the end of the study, there was still some indication of the cultural
bubble enveloping some participants more than others. In at least one case, there was an
increased awareness that the bubble had burst and therefore of the target cultures around the
participant.
This cultural bubble surrounds participants and can impede their progress in increasing
intercultural awareness. This again, when looking at the three theoretical models, places
participants in the same spot as the first two findings. However, given that the first three
findings place participants in roughly the same place on the models is a good indication that they
were in fact the beginning stages of intercultural awareness as they began the study. It must be
noted, however, that within the different stages of the models there is room for participants to be
at different places in each stage.
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Finding #4 – Students can and do want to learn the target culture(s) alongside the language
One of the arguments that has been made about not teaching culture in the introductory
foreign language classroom is that students do not want to learn about culture (Castro & Sercu,
2005). What the pre- and post-interviews of this study seem to indicate that this is not the case.
To the contrary, as the participants’ responses show, there is a desire to learn about culture in
the foreign language classroom even at the introductory level. They may not initially know why
they feel this way, as was the case with this study, but eventually, with exposure to the target
culture(s) and the ability to consider and discuss both their own culture and the target culture(s),
they will begin to understand why this is so important. For example, Sandy notes that there are
pieces of the Latino culture that she feels could be applied to make American culture better. Jane
takes this a step further and says there is a need to be more open-minded and that this could help
her professionally in the field into which she wishes to enter. Therefore, the rationales for
wanting to learn culture alongside language are both personal and professional in nature.
Participant answers to this same question asked in both the pre- and post-interview seemed to
show an increased/increasing awareness of what the target culture(s) have to offer individuals as
well as an better understanding of the importance of increasing intercultural awareness in
general.
In considering the models, what seems to be shown is that as a result of exposure to the
target cultures, there is an increased awareness of the target culture(s) and the impact thereof on
the participants and the communities of which the participants are a part. What is important to
look at here is the apparent shift in intercultural awareness that has occurred from the preinterview to the post-interview. Whereas after the pre-interview, participants were placed on the
lower level of Deardorff’s model and right around the middle of Bennett’s model, perhaps just
about at the acceptance stage, at the end of the post-interview, at the end of the study, there
seems to be a shift towards acceptance, if not placing participants squarely in the acceptance
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stage, which indicates an increased intercultural awareness. In Deardorff’s model, some
participants, like Lisa, are beginning to show a shift up the pyramid to the next level, knowledge
and skills, again indicating an increase in intercultural awareness. Byram’s model is a little
different in that it helps not only to locate participants’ level of intercultural awareness, but can
also help show where participants’ skill levels are increasing. For example, for some participants
who have savoirs, there seems to be an emergence of savoir être as well. For others, there seems
to be an increase in savoirs and savoir être. These indicate an increase in intercultural awareness
in general.

Finding #5 – Student intercultural awareness increases with exposure to the target culture(s)
Participant intercultural awareness increases because of exposure to the target culture(s).
Where this is especially visible is the post-interview, where participants came back at the end of
the study to tell their stories of how their knowledge of the target culture(s) had increased. For
example, in response to the question regarding whether or not she had learned anything new
about Latino culture, Megan referenced the cultural text and said she had begun to note the
differences that exist between “Latinos, Hispanics, Mexicans”. Megan and Claire also discuss
the tensions that exist between Latinos and non-Latinos, namely White Americans. This is also
clear from the responses to the general questions about what they had learned about Latino and
Spanish culture as well as to questions about the presence of Latinos in their communities.
As with finding #4, the three models indicate where participants fell in order to see
potential increases in skills as well as in general intercultural awareness. Most participants
seemed to begin moving into the acceptance stage if not deeper into the acceptance stage and
towards the adaptation stage of Bennett’s model. In reference to Deardorff’s model, some
participants began to move up a level into the second level of knowledge and comprehension, if
not move over to skills, which also indicate an increase in intercultural awareness. With Byram’s
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model, as noted with the previous finding, participants are increasing their saviors and savoir
être.

Findings not related to the models
Finding #6 – Students need to understand their own culture to understand the target culture(s)
The sixth major finding of the study is that students need to consider their own cultures
in order to understand the target culture(s). One of the activities completed at the beginning of
the study which helped to illuminate this finding was the cultural backpack. The aim of this
activity, as noted before, was to begin the process of having participants consider their own
cultures and how they helped form and keep forming each participant. The hope was that in
having participants articulate and make explicit their own culture(s) they could begin to increase
their awareness of the target culture. In completing this activity, participants considered all of the
ways in which their culture(s) impacted their lives and helped to form the people they are today.
The cultural text is another activity that helped to illuminate this findings as it was an extension
of the Cultural Backpack. By answering the cultural text questions as regarded their own cultural
stories, participants were hopefully better equipped to understand and make comparisons with
the target culture(s).
With regards to the models, both Bennett’s model and Deardorff’s model are not easy to
utilize here for analysis as they are too linear and cannot easily gauge the process, whereas
Byram’s model may be a little better as it is not linear and a little less rigid as far as movement
within it is concerned. However, it is still difficult to accurately place the results of this finding
in any model. Therefore, it is better to understand this finding in the context of the participants
telling their own stories and in the process relating what they are learning about the target
culture(s). In telling their stories and relating what they have learned in the process about
the target cultures, participants are also showing how important it is to understand one’s own
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culture before and while one learns about other cultures.

Finding #7 – Students will open up about their story and cultural experiences if given the
opportunity
This study gave participants an opportunity with almost every activity to tell their own
cultural story. From the cultural backpacks, which really zeroed in on participants’ own cultures,
to the interviews and the cultural text, where participants continued to relate little bits of their
story at a time in response to heavy, critical cultural questions, every piece of the study helped
participants see more clearly who they were and are. Most of the critical cultural questions
emerged as part of studying the cultural text. As participants waded deeper into the text from
excerpt to excerpt, the questions became increasingly critical of both their own culture(s) and the
target culture(s). For example, participants began the critical text with questions related to
borders. They started off talking about the borders they had crossed in their lives so far and most
of them mentioned more physical borders. Also, one, Jane, related that she had not crossed any
borders so far in her life. In short, their answers were fairly straightforward and simple. As the
readings went on and the questions became harder and more critical, participants had to grapple
with the decision of what to do should Latinos move into their area. All participants said they
would welcome Latinos without a problem. This is an important part of their story. Participants
continued answering questions about what Latinos can learn about their culture and some, like
Claire, mention the ability to exchange ideas and become more open-minded. The openmindedness is a key characteristic in increasing intercultural awareness. Even the rich
description the participants offered about their culture(s) is important to their story. In sum, the
story most of them tell is one of crossing borders, being open-minded about sharing spaces and
cultures with people from other spaces and cultures and being forthcoming about the cultural
groups to which one belongs. These are raw stories, honest stories. The ability to be critical of
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oneself and one’s own cultural background as well as to see not only the differences, but the
similarities between one’s own culture and another culture are not easily noted on any of the
models. The key questions that come to mind are those regarding the definition of borders and
which borders the participants had crossed thus far in their lives, the reaction to having people
from another linguistic group come to one’s already established community and the similarities
between the mestiza experience and the participants’ own cultural experiences.

Critique of the models
The three theoretical models used in this study all have merits as they are well-known in
the field. However, there are some limitations to these models. First, Bennett’s model has
intercultural awareness/ICC development increasing in a linear fashion from one stage to the
next from ethnocentrism to ethnorelativism. That is to say, that it would appear as though once
someone has moved from one stage to the next, they cannot go back. Garrett-Rucks (2014)
shows that this is not necessarily the case and that, in fact, individuals can fluctuate back and
forth, sometimes inconsistently between both ethnocentric and ethnorelative stages. This makes
sense as increasing intercultural awareness is an always ongoing process in which individuals
grow in different ways at different times. I also argue here that it can be difficult to place
individuals exactly where they are inside of each stage on Bennett’s model as the benchmarks
are more general in nature. This would make Bennett’s model a bigger picture model in a way.
In addition, as Garret-Rucks (2014) points out, Bennett’s model, while created in the qualitative
mold, is more often used to aid in the creation of quantitative assessments.
The notion of linearity or progression from one stage to the next in intercultural
awareness is also problematic in Deardorff’s Pyramid Model. This model has individuals moving
from one ability or outcome to the next in an upward fashion. As individuals increase their
intercultural awareness and gain skills and abilities related to this, they move up the pyramid.
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Again, as with Bennett’s model this seems to leave little to no room for returning to previous
levels. Again, this is not indicative of the fluidity with which intercultural awareness proceeds.
That being said, there is another version of Deardorff’s model which is more cyclical in nature
allowing for a representation of continued growth and increased cultural awareness in all areas.
In this version of the model, there is a common entry point to the cycle but no set exit point. This
indicates that there is no time at which increasing intercultural awareness ceases to happen, but
rather that it is an ongoing process that never really ends.
Byram’s model allows for fluctuation or shifting back and forth between “levels”. This
model is the least linear of the three models and as such it allows for more movement within and
between the types of intercultural attitudes or savoirs. This also allows for individuals to increase
intercultural awareness at different rates within the different attitudes.
Another issue that can be faced with these models is the fact that an individual can be in
a different place on each model at any given time. For example, as Garrett-Rucks (2014) points
out, individuals can demonstrate ethnorelative tendencies on Byram’s model, but ethnocentric on
Bennett’s model. Not only that, but there is also the problem of how to gauge when an individual
should be ready to move to the next stage or level of the model. That is to say, none of the
models comes with a timeline. This lack of a set timeline allows for the fluidity of increasing
intercultural awareness and recognizes that each individual moves at their own pace in this
process and that there is no one set rate at which to go. However, the argument can be made that
this time ambiguity makes it harder for individuals to see progress within stages and between
stages. These are all good reasons to use the three models together with a critical awareness of
the processes by which an individual’s intercultural awareness increases.
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Analysis of the NCSSFL-ACTFL Can-Do Statements
The Can-Do Statements put out recently by the National Council of State Supervisors of
Foreign Languages (NCSSFL) and the American Council on the Teaching of Foreign Languages
(ACTFL) were used in this study as a self-assessment tool for the participants so they might
gauge where they are in the process of increasing intercultural awareness. By using them at both
the beginning and the end of the study, participants were able to gauge and see where they were
then and are now. The results at the end of the study should have underscored any progress
participants made in the process of increasing their intercultural awareness. This is a positive for
this analysis tool, that it allows individuals, not instructors, to self-evaluate where they feel they
are in the process and to see that it is an ongoing process. In fact, using the Can-Do Statements is
a constructivist activity whereby both students and instructors interact with each other in the
process of assessing ICC and intercultural awareness (Moeller & Yu, 2015). Furthermore,
Moeller & Yu (2015) point to the idea that these statements help integrate both the linguistic and
non-linguistic, such as cultural, competencies of the individuals. This is critical as it has also
been noted that language learning is now seen as equal parts language and intercultural
competence or awareness (Moeller & Yu, 2015). As Brown, Dewey and Cox (2014) note, selfassessments do have advantages. Amongst these advantages are that “it can promote greater
learner awareness and self-promotion” and that “it can motivate students by adding variety to, as
well as increased participation in, the assessment process” (p. 263). However, there are those
critics who say that these types of assessment are inappropriate “because learners are not capable
of accurately gauging their own abilities” (Brown, Dewey & Cox, 2014, p. 263). It has been
shown, however, as Brown, Dewey and Cox (2014) note that students are capable, but that they
grow increasingly more accurate in their judgments as they reach higher levels of achievement in
their areas, in this case intercultural awareness. Therefore, being that this study revolved around
participants who may have been more or less at the beginning points of intercultural awareness,

243

the participants were most likely able to self-assess, but perhaps were better judges of their
abilities and intercultural awareness at the end of the study than at the beginning. It stands to
reason as well that with further experience in using the Can-Do statements, participants
would/will be even better judges of increases in their intercultural awareness in the future with
further exposure to the target culture(s).
There were two limitations to using these statements in this study. First, as noted above,
the statements are really intended to gauge both intercultural awareness and linguistic abilities of
the students in the target culture(s). This study focused more on the intercultural awareness side
of the equation, an less on the linguistic side. Therefore, it is possible that this self-assessment
was not used to its full potential. Second, the statements used seemed to lean more towards
objective culture than subjective culture. For example, the statements focused on the ability to
identify certain people, places and things in the target culture(s). However, not all tasks were
limited to looking at objective culture as there were some how and why parts to the tasks which
required identification of subjective culture. Thus, given that there were subjective elements to
the statements, it is important to note that even though the results were inconclusive, the
statements were included in the study as the instrument did in fact allow participants to selfassess and, in a way, to tell part of their story.
Now the question is where can the field go from here. If the Can-Do Statements were
expanded to include a focus on the ability of individuals to identify more subjective elements of
culture at the earlier levels of language instruction, they might be a more effective tool at
gauging increases in intercultural awareness. In addition, this tool has multiple levels and as an
individual’s intercultural awareness increases, the tasks could become more and more difficult
and subjective in nature. Again, though, this shows a split in which culture to teach when and I
argue that both objective and subjective culture need to be taught at all levels of language
instruction and that if they are, individuals will see and gauge their intercultural awareness at
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increasingly higher levels.

General Discussion of the Findings

Prior and gained knowledge of target culture(s)
Based on the initial interviews, it became clear that the participants entered the study
having studied the target language only minimally, in most cases, and with limited exposure to
and therefore knowledge of the target culture(s). Thus, initial ICC tended to be limited. As noted
in the previous chapter regarding the initial interviews, participants had limited to increasing
intercultural awareness with levels tending to be between minimalization and acceptance on
Bennett’s model (Bennett, 1998), or leaning towards an ethnorelative viewpoint in general. This
analysis would also indicate participants’ intercultural awareness was increasing according to
Deardorff’s model (Deardorff, 2006) whereby they are beginning to show the requisite skills for
increasing intercultural awareness. Participants also began the study exhibiting confusion over
the difference between the two main cultures with which the class was concerned – Spanish and
Latin American. For example, participants tended to either not know much about either culture
or they demonstrated a lack of clarity between the two.
However, some participants, like Sandy, had personal stories of how they came into
contact with aspects of the target culture(s) in their daily lives as part of their upbringing in
diverse neighborhoods. In Sandy’s case, she experienced first-hand the celebration of a
quinceañera, a Latina girl’s 15th birthday, an event that is very significant in the Latino culture.
Without this first-hand experience with her Latina friends, she may not have learned about this at
all. Hence, this experience provided more exposure to the target culture(s), it seems, than did the
formal education Sandy received in the classroom. Likewise, Megan also had cultural
experiences outside of the classroom that were also unrelated to school. She had traveled to
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Spanish-speaking countries and explained that she listened to the natives tell their stories about
“how they live and where they come from”. These experiences no doubt helped foster an
increase in her intercultural awareness prior to her attending college. The experiences outside of
the classroom also provided exposure to subjective culture and the changing dynamic of culture,
whereas the culture taught in the classrooms seemed to be largely objective, with subjective
culture garnering less attention (Durocher, 2007). Also of note is that what some participants
recalled from their formal education or understood to be the case was not entirely accurate. For
example, Sandy talked about Cinco de Mayo and the simple recognition they gave it in school.
She also noted that from her understanding it was Mexican Independence Day, a common
misconception. These examples seem to indicate that there is a gap that exists in what culture is
being taught and how it is being taught and learned at all levels.
At the end of the study, in the second interview, participants demonstrated the increase in
intercultural awareness that had been attained as a result of the activities. Again, as was the case
in the initial interview, participants showed differing levels of intercultural awareness, but each
demonstrated an increase in intercultural awareness during the course of the study. First, in
general, participants demonstrated a better grasp of and understanding of the differences between
Latino and Spanish cultures and beginning to see more clearly the impact of Latinos in the
community. They began to lean further away from the last level of ethnocentrism in Bennett’s
model (Bennett, 1998), minimalization, and more heavily towards, if not completely towards, the
first level of ethnocentrism, acceptance of other cultures. They also demonstrated a more
elevated position on Deardorff’s pyramid (Deardorff, 2006), being firmly in the second level to
moving towards the third level, which includes acceptance. In terms of Byram’s model (Byram,
1997), they even showed growth there with more savoirs and savoir être and showing
possessions of savoir aprendre and savoir s’engager. In Lisa’s case, there is even a growth in
that she is able to see not only the differences and tensions, but also the similarities in Latino –
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African-American relations. Seeing the similarities is of utmost importance in this study.

Cultural bubble
Also apparent was that participants seemed to live in a cultural bubble of sorts, especially
on campus, meaning that they were not necessarily keenly aware of the presence or impact of
members of the target culture that surrounded and do surround them unless there is diversity on
campus. This is in line with the most recent data from the US Census Bureau which showed
trends of housing segregation amongst four races and ethnic groups (Blacks, Latinos/Hispanics,
American Indian/Alaska Natives and Asian/Pacific Islanders) from 1980-2000. This data
indicated that while housing segregation is the decline, Blacks or African-Americans are the
most residentially segregated of the four groups with Latinos/Hispanics being the second most
residentially segregated group (Iceland & Weinberg, 2002). The fact that people live in
segregated communities poses a problem for moving from an understanding of objective culture
to one of subjective culture as in order to make this shift in understanding people must live
together in the same spaces. Given this, it is not surprising that participants in this study seem to
be more in tune with members of their own culture or people from similar cultural backgrounds
and seem to focus more on objective than subjective culture in their discussions, at least at the
onset of the study. A clear indicator of participants living in a cultural bubble is when Megan
recognizes only one Spanish-speaking person in her community and none in her church or
groups of which she is a part. This shows that there are cultural borders that have not been
crossed in either direction and that therefore, the separation that exists helps form a cultural
bubble around the participants.
One of the other factors that contributes to the participants of this study being in a
cultural bubble, particularly with regards to this southeastern community, is the fact that most of
them are not from this area or even from this state. In addition, they mainly live on campus and
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only leave to head back home on breaks and as such the part of the area they do see is limited to
campus, where there is not as large of a Latino/a presence. This shows even more reason to
expose students to culture in the classroom and with additional activities that help them explore
the community outside of the classroom, such as the reading of the cultural text. When given this
opportunity, students’ eyes are opened to a whole new world that is right in front of them and the
bubble is burst. For example, Grace notes in her response to the last excerpt from the cultural
text that “I no longer live in a bubble and can compare the differences between my culture and
the cultures around me”. Therefore, at least partially as a result of this study, Grace’s bubble has
burst. Being aware of the different linguistic groups in one’s community could also help, as
Megan notes, each group share their culture and learn about other cultures. This in turn opens
people’s minds, which is part of increasing one’s intercultural awareness. That is to say, that if
one is open-minded about other cultures and peoples, one is more able to move towards greater
increases in intercultural awareness, such as from an ethnocentric viewpoint towards a more
enthnorelativistic viewpoint as in Bennett’s model (Bennett, 1998).

The development of the meaning of culture
As the study progressed, as evidenced by responses to the cultural text questions,
participants began to seriously reflect on the meaning of culture in general. Also, they began to
understand “hidden” aspects of the target culture(s), or those that lie below the surface, and see
not only differences, but also similarities between their own cultures and the target culture(s),
which can be more difficult to do. As previously noted, culture is not an easy concept to define.
Not only that, but there has been a lack of agreement by scholars as to how to define culture
(Schulz, 2007). Well-known definitions, such as those of Goodenough (1957) and Nieto (2000),
agree, in part, that culture is related to one’s values and beliefs. However, whereas Goodenough
simply says culture is whatever is needed to know or believe in a society to live acceptably,
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Nieto is more specific saying that culture includes language and that it is dynamic and “everchanging” (p. 139).
As part of this study, specifically upon reading the second excerpt of the cultural text,
participants were given the opportunity to define culture, reflecting both on Anzaldúa’s
definition and on their own definitions. One participant, Bonnie, first defined culture in the
objective sense, talking about “language, religion, food, music and art”. However, she, like some
of the other participants, then talks about not just products, but also practices. This shows a shift
from looking at culture in a strictly objective sense to seeing it in a subjective sense as well. Just
as it is important to look beyond the objective aspects of culture and toward the subjective
aspects, so it is important to see culture as dynamic and changing. Participants in this study, like
Sandy, seemed to focus on the static nature of culture, stating that it is “unquestionable,
unchallengeable” and “transmitted to us”. This is not to say that there may not be static parts of
any culture, but that with continued cultural exposure and discussion, students will begin to see
that there is also, as noted above, a dynamic and fluid nature to culture.

Understanding one’s own and other cultures
Participants began to think about their own culture at the beginning of the semester with
the Cultural Backpack exercise. They mostly focused on their ethnicity and how proud they are
to be who they are. This shows their own personal strength as well. Not only did the Cultural
Backpacks help participants think about their own culture, but so did some of the cultural text
questions. The questions from Chapters 1 and 2 related to defining “borders” and “culture”,
respectively, helped participants begin to see their perceptions of these key concepts. Their
answers illuminated differing levels of intercultural awareness. For example, with regards to the
borders question, Bonnie initially responds with arguably the most obvious answer: “Division of
geographical land”. However, she then shows both her understanding of the text and some ICC
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growth when she responds that Anzaldúa (2012) refers to not only physical borders, but mental
and psychological borders as well. She is then asked to reflect on borders in her own life and
comparing and contrasting them with borders that immigrants to the U.S. might encounter. It is
this type of question that really brings the cultural education to the forefront. Hannah takes the
borders discussion a step further, showing her intercultural awareness by adding that there are
cultural borders as well. The question about culture also shows some of where student
intercultural awareness is at the early part of the study. Bonnie keyed in on the products facet of
culture by stating that it is “language, food, music and art”. However, culture was described, in
general, by participants, in one way or another, as a group’s beliefs. This shows student
recognition and understanding that culture entails more than just products, but practices as well.
This also seems to show an increase in intercultural awareness.
The question related to the excerpt from Chapter 5 is also prime example of this increase
in intercultural awareness: Chicanas straddle two cultures. What cultures do you straddle and
how do you navigate the cultures in your life? In response to this question, participants had to
think about their own backgrounds. In doing so, most participants explained that they straddled
either American and African cultures or African-American and Black American cultures. In any
case, the common thread amongst them is that there was some connection to African roots. In
addition, they all said, in one way or another, that they navigated the two cultures by not
“forgetting” their history or ancestry. Claire also underscored the importance of learning more
about where she fits “within the African diaspora”, which means that she must look not only at
her family’s past, but also at herself in the present. Grace, as previously discussed, also
recognized the dynamic nature of culture, stating that “Like Chicanas, African Americans ever
changing”. Therefore, one must always evaluate and reevaluate one’s own culture and
surrounding cultures as well. The understanding of self is of vital importance to understanding
others and other cultures. This reflection and analysis are also important elements of
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interculturality as noted by Alred, Byram & Fleming (2003).
The main question related to the final excerpt, from Chapter 7, had participants consider
how their experiences might compare to those of the mestiza, how those experiences shape who
each participant is and how they see others in general. Grace discusses how her recent
experiences at college have pushed her outside of her bubble and that as a result she “can
compare the differences between my culture and the cultures around me”. This is a crucial step
in increasing intercultural awareness. In addition, it is important to recognize when our
knowledge of others and others’ cultures is limited. As Grace notes, some of the ways we see
others may be based off of limited knowledge of other’s cultures. That is why, as she says, “it is
important for people of different cultures to interact”.
The above examples give a glimpse into how participants’ thought processes about
themselves, their culture and other cultures developed throughout the course of the study. This
growth is indicative of why culture needs to be taught at all levels of language instruction to
include the introductory level when are first being exposed to the language. Without this
cultural instruction, to include self-reflection, participants might still be trapped in their cultural
bubbles. At this point, it is now up to the participants to take further action in the cultural
learning process, yet another step towards interculturality (Alred, Byram & Fleming, 2003).

A desire to learn about the target culture(s)
There is not a lot of literature which points to student feelings about learning culture from
the first semester of foreign language study. However, in several studies that have sought to
gauge the importance students place on learning culture as a reason for engaging in foreign
language studies, students consistently place culture at or near the top (Magnan et al, 2012; Price
& Gasciogne, 2006; Roberts, 1992). In another study, administrators and teachers placed culture
at the top of the list as well (Bartz & Singer, 1996). Therefore, student and teacher/administrator
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feelings align with regards to the importance of including culture in the foreign language
classroom. It is still very important that the present study gave a voice to some students and
allowed them to answer that question as well. Participants in this study answered the question
about wanting to learn culture in the foreign language classroom alongside language
affirmatively, in both the first and second interviews. That is to say, yes they can and do want to
learn about culture alongside language. Their work throughout the semester seemed to indicate
that they also can be given the opportunity to learn about culture at the introductory level. These
answers came at the end of both the initial and final interviews with the researcher. The last
questions of both interviews sought an answer to this question. When asked at the end of the
initial interview, why they felt a desire to learn about culture alongside language, answers varied
by participant from Jane’s “Because I feel like it’s more important to know about more cultures
than just your own” to Sandy’s more complex “ignorance isn’t always bliss”. Whereas Jane’s
response gives a “what?” answer, Sandy goes a bit further and adds why it is more important to
know about other cultures. This may indicate that her intercultural awareness has increased more
than that of Jane, at least in terms of thinking critically about culture.
At the end of the study, participants had not changed their minds about wanting to learn
about culture and language together. Jane’s response seems to show an increase in intercultural
awareness in that beyond just thinking about a personal desire to learn more about another
culture, she voices a more practical reason to do so. She begins by expressing the general need
for people to be open-minded and concludes with the practical reason of benefitting from
learning another language and culture for the field of work she wishes to enter as a professional.

Excerpt 9.8:
10 Jane: ‘Cuz I feel like it’s important to…always have an open mind about different
11 cultures and, you know, [inaudible], and I feel like for me, I would like ta be able ta
12 speak Spanish uh in the op – in the real world and be able ta translate and be bilingual
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13 because um, mean the profession I wanna be in I can…be in a situation where I need
14 to speak Spanish, so I think it’s important that, um, I learn a new culture and I learn a
15 new language.

This contrasts with her response to the same question at the beginning of the study, where she
stated that it is important to learn about other cultures, but did not explain why. Her
understanding of why at the end of the study indicates a positive shift and increase in
intercultural awareness. Whereas knowing that it is important to learn about other cultures is an
important first step in increasing intercultural awareness, knowing why is even more crucial to
moving further forward in this development. In short, she is developing a deeper understanding
of the problem.

Intercultural Communicative Competence
First, it must be mentioned here that most of the participants in the study see themselves
as intercultural, or between the African diasporic and the American cultures which make them
who they are. As a result of this study, they are beginning to be intercultural in a different way,
that is between their own culture(s) and the Latino culture as they are beginning to understand
both at a deeper level. This broadening and deepening of the mind throughout the semester
means that participants in the study have been involved in an intercultural experience (Alred,
Byram & Fleming, 2003). Throughout the study, participants showed they were at various stages
of the development of intercultural competence from starting out on the journey to
acknowledgement of other cultures and their importance to being well on the way to the stages of
ethnorelativism in Bennett’s model. Participants did not, however, show that they were in the
stage of denial of other cultures, the first and most ethnocentric stage of Bennett’s model. Nor
did they give any indication of being in the second stage, defense of their own culture. Their
responses to the interview and cultural text questions regarding contact with other cultures and
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the treatment of people from other cultural backgrounds seems to indicate that participants not
only willingly recognized other cultures, but also were willing to welcome them into their area,
should they come.
As another example of participants not being at the far end of the ethnocentric part of the
spectrum, at the beginning of the study, most participants showed, through the Can-Do
Statements Inventory, some increase in their intercultural awareness. Very few participants left
many blanks either unchecked or marked in the negative. Even more telling were the responses
to the interviews and the cultural text questions. First, in the initial interview, participants were
asked questions like “Have you studied Spanish-speaking cultures before?”, “Do you know
anything about Spanish culture?” and “Do you know anything about Latino culture?”. The
responses to these questions by most participants were simple with some answering “No” and
others “Yes” without much further discussion. However, for other participants the answers were
not so straight forward. In Sandy’s case, for example, these questions were sometimes met with
hesitation and a lack of certainty as to what was meant by “Spanish culture” and “Latino
culture”. This shows a lack of recognition of the target cultures and therefore does not represent
an increase in intercultural awareness. In Megan’s and Jane’s cases, these same questions were
met with responses that indicated little to no knowledge of these cultures. This may be more
indicative of their formal education or lack of familiarity of the terms than with a complete lack
of intercultural awareness. Sandy demonstrated some recognition of the target cultures when she
described her experience with and understanding of a quinceañera. However, this learning took
place in her home community and not in the classroom. Indeed, Megan, too, learned about the
target cultures informally outside of a classroom through mission trips to countries in Latin
America. Again, going back to Alred, Byram and Fleming (2003), experience is a requisite of
interculturality. Therefore through these personal experiences, participants had already begun to
develop interculturality and increase their intercultural awareness prior to the study.
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One of the sets of questions asked in response to thinking about the cultural readings was
“How would you feel if a large group of Latinos suddenly moved into the area in which you
live? What would you do?”. The participants’ responses to this pair of questions showed that
they were mostly receptive to this happening and that therefore, they were on their way to a
more ethnorelative viewpoint, acceptance to be sure, according to Bennett’s model. For example,
as noted before, Bonnie said that she would welcome them. Claire said that she would be
“excited for them to be there” and that she “would not be quick to judge them or assume things
about them”. Jane also said she would not judge them. These reactions are indicators that the
participants are not only willing to recognize other cultures, but also, in most cases would
embrace them and want to learn about them. This attitude is definitely a result of increasing
intercultural awareness. Additional questions from the cultural text study had participants think
about what they could learn from Latinos and the Latino culture and, conversely, what Latinos
could learn from them and their cultures. Participants indicated that both sides could learn much
from the other, yet another example of how their intercultural awareness was increasing. Finally,
in response to another cultural text question, Grace makes an explicit mention of how her time at
college has aided in her increased intercultural awareness. She recognizes that she is now “a
more aware student and person, I no longer live in a bubble and can compare the difference
between my culture and the cultures around me”. This shows a definite increase in intercultural
awareness, albeit perhaps not just solely from the study.
At the end of the study, in the final interview, the whole process was brought full circle
and ICC was looked at again through questions such as “Did you learn anything new about
Spanish culture?” and “Did you learn anything new about Latino culture?”. Sandy indicated
some increase in intercultural awareness here in that her answers showed she learned that
Spanish culture refers to the culture of Spain. She also showed that she now recognizes that
Latino and Hispanic are two different terms and are not interchangeable. Megan showed similar
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increases in intercultural awareness in that she, too, indicated that she recognized that there is a
difference between Latinos, Hispanics and Mexicans amongst others. In addition, there was
further evidence of an increase in intercultural awareness in that at the end of the final interview,
if they had not done so already, participants were beginning to recognize the importance of
getting to know more than just one’s own culture, or developing, as a part of Byram’s model,
savoir être. Most participants, if not all, noted how important it was to have an open mind about
people from other cultures in general. This also appears to be a characteristic of which indicates
continued increases in intercultural awareness on both Deardorff’s and Bennett’s models.

CRT and counter storytelling
One of the major components of CRT is counter storytelling by minoritized groups
(Delgado & Stefancic, 2001, 2012; Dixson & Rosseau, 2006; Zamudio, Russell, Rios &
Bridgeman, 2011), giving them a voice and a chance to talk about who they are, their personal
struggles and where they have been and how far they have come. As a result of the cultural
backpacks, interviews with the researcher, and the cultural text discussions, participants began
telling their own stories about who they are culturally and what they have experienced of their
culture and the target culture(s) in their lives and through this study. For participants, they began
telling their stories in the cultural backpack activity when they described how proud they are to
be who they are and have the cultural background they do – that of being African-American or
Black. During the initial interviews with the researcher some of them more than others continued
telling the stories of what they know about the target cultures and how they came to possess this
knowledge, be it from formal education or from personal experiences in their hometowns or
abroad in Spanish-speaking countries. Additionally, this interview provided an opportunity for
participants to discuss how they felt about learning culture alongside language. The second
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interviews allowed participants to recount the new knowledge they had gained, if any, about the
target culture(s). It also gave some of them a chance to not only underscore their sentiments
about learning culture from the first interview, but also to describe why they believed what they
did. The cultural text questions were aimed at fostering a discussion about participant beliefs
about topics such as borders and culture as well as provided a platform for them to be able to
continue to tell pieces of their own stories, such as reflect upon the borders they have crossed in
their lives and how these borders compare to those encountered by the mestiza. In fact, with each
excerpt from the text, the questions became more challenging and required deeper introspection
from the participants. For example, the questions changed from asking about one’s own borders
and one’s own culture(s), which required participants to begin to consider their cultural story and
tell it, at least in part, to requiring participants to consider the similarities between their culture(s)
and the target culture(s). This required much more critical thinking and also required participants
to share more of their story so that the comparisons could be understood. Without the critical text
and related questions, some of the participants would not have told any of their story for this
study, and others would only have told a small part of their story in the interviews. It is important
to note however that one activity did not allow for the whole story to be told, nor did all the
activities put together, but they at least served to open the conversation.

Culture in the classroom revisited
One of the main purposes, if not the main one, of this study was to foster the conversation
about the continued and expanded inclusion of culture in the introductory foreign language
classroom and perhaps begin to fill in the gaps in the literature and existing research. The idea
was not to make participants become fully intercultural, but rather to begin this process and
observe any changes in their intercultural awareness that may have occurred as a result of
engaging in the activities of this study. Intercultural awareness takes time to increase, so a good
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place to start is right from the beginning of language education. One of the issues with gauging
increases in intercultural awareness is that cultural learning is not linear, does not happen in set
fashion, but is rather unpredictable (Wayhudi, 2016). That is to say, that, for example,
Deardorff’s pyramid model can also be envisioned as a circular model wherein the process is
ongoing and sometimes moves between different components at different times. Therefore the
process of increasing intercultural awareness is never-ending. This study was meant to begin to
investigate if and how introducing culture at the introductory level could impact the process of
increasing intercultural awareness and if so, how. It is also important to note that the increase in
intercultural awareness necessarily requires consistent contact with members of the target
culture(s). The interviews with Latinos were a step in the right direction, in this regard. However,
this also shows that increases in intercultural awareness must happen both inside and outside of
the classroom walls. As the United Nations Educational, Scientific and Cultural Organization
(UNESCO) (2013) states, having ICC means
having adequate relevant knowledge about particular cultures, as well as general
knowledge about the sorts of issues arising when members of different cultures interact,
that encourage establishing and maintaining contact with diverse others, as well as having
the skills required to draw upon both knowledge and attitudes when interacting with
others from different cultures . (p. 16)
The knowledge and attitudes mentioned here are part of the savoirs in Byram’s model noted
previously. However, knowledge and attitudes alone are not enough, but as mentioned above,
multiple experiences are needed as well. It must also be noted that as members of different
cultures interact over time, issues in these interactions shift and so new understandings must be
developed. Again, this points to the cyclical nature of the process of increasing intercultural
awareness. What makes increases in intercultural awareness even harder to effectively and fully
assess and gauge is that, as Moran (2001) notes, culture is dynamic and there is an active
creating and changing of products, practices, perspectives and communities. This study was
qualitative because it is very hard to accurately quantify increases in intercultural awareness
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especially at the introductory level. Instead, the goal of the study was to observe to see if there
were any shifts, particularly changes, in student intercultural awareness during and as a result of
this study.
The answer to the question of whether or not we need to more explicitly include culture
in the foreign language classroom is yes and that students do want to learn about culture. In
fact, culture and language cannot be separated and the link must be underscored, emphasized and
reinforced. This study has given some examples of how culture can be further integrated into the
introductory foreign language curriculum at the college level and how important it is to engage
in a conversation versus just using Freire’s (2006) banking method and depositing objective
cultural facts into students’ minds. With the increasingly global community in which we live, the
lines between cultures are becoming ever more blurred and so it is paramount to discuss not only
the differences, but the similarities as well between our own cultures and the target cultures
taught in the classroom.
As noted before, Castro and Sercu (2005) gave six possible explanations as to why there
is less culture in the classroom. This study has illuminated issues with these explanations making
it harder to deny the place of culture in the classroom. First, it is said there is not enough time to
teach or include culture. However, in both Garrett-Rucks’ (2013b) study and the current study,
technology was used to support cultural instruction and learning to occur asynchronously
outside of the class. Therefore, given today’s technological advances, it would seem that the lack
of time is no longer a valid reason for limiting or excluding cultural instruction. Second, Castro
and Sercu (2005) said that the argument has been made that culture is not a separate entity in the
curriculum to be covered. This is a flawed argument as language and culture are inseparable
(Byram & Feng, 2005; Cakir, 2006; Damen, 1987; Furstenberg, 2010; Garrett-Rucks, 2016;
Lange, 1998; Moeller & Nugent, 2014; Otwinowska-Kasztelanic, 2011; Risager, 2006, 2007;
Savignon, 2005; Stewart & Strathern, 2017; Szende, 2014; Tang, 1999; Tsou, 2005). Culture
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does not have to be explicitly placed in the curriculum to be a central part of it. Third, is the
argument that exams have nothing to do with culture. What needs to be recognized is that there
are other means of cultural assessment/evaluation/knowledge checking outside of exams. For
example, in this study the Cultural Backpack and Can-Do inventory were used as were questions
based on the text. Also, exams are not always the only forms of evaluation on the syllabus.
Fourth, there is the argument that materials are not available or are outdated. Again, advances in
educational technology have made this argument flawed. Textbook authors and publishers are
increasingly augmenting the basic cultural snapshots and anecdotes presented in the textbook
with cultural activities and assignments that go beyond the surface culture largely present in the
books in their online work books and student activity manuals making the materials the most upto-date and as relevant as possible as well as making them fairly easily accessible. The onus then
falls on the instructor to make use of this technology and these features. Another argument for
the difficulty of including culture in the classroom is that teachers are explicitly prepared largely
for how to teach the target language and not the target culture(s). In response to this, there is still
room for improvement in teacher education programs, but teachers don’t have to know
everything about the target culture(s). More importantly they need to be prepared to facilitate
cultural discussions with students, be they in class or asynchronously outside of class or both.
The sixth argument is that students are not interested in learning culture. If anything, the
responses in this study from students to the interview questions regarding the study of culture
with language proved this argument to be incorrect as well. In fact, students do seem to want to
learn about culture, whether it be for personal, social or professional reasons. Thus, there seem to
no longer be any excuses for not including culture in the curriculum. So the question turns again
to how best and most effectively to introduce and include culture more explicitly in the foreign
language classroom at each and every level.
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Critical texts in the classroom
As previously mentioned, there is a bifurcation of foreign language instruction at the
postsecondary level between lower level courses and upper level courses. As such, language
tends to be the focus of lower level courses whereas content tends to be the focus of upper level
classes (Maxim, 2006). Where is culture usually taught? While culture is taught in textbooks at
the lower level, the more intensive and subjective study of culture happens in upper level
courses. One way to teach culture is through the use of critical and authentic texts. Where does
the use of critical and authentic texts fall into these categories? Generally it falls in the upper
level courses. The concern here is that “culture should be just as important as language in L2
instruction and is related to all aspects of teaching L2” (Ducate & Steckenbiller, 2017, 202). One
of the various ways in which culture is addressed in L2 classrooms is through “textual-based
strategies” to include “texts to teach perspectives” (Ducate & Steckenbiller, 2017, 205). So, it
would stand to reason that if it is important to expose students to culture at all levels of language
instruction, the use of critical and authentic texts is important in all foreign language courses.
Most research centers around the use of completely authentic texts, those written in the target
language for native speakers of the target language. However, in this study a critical text was
used for the purposes of exposing students to the target culture(s). This excerpts from this text
were predominantly in English, the native language of most participants, with small bits of the
target language scattered within. Regardless of the language of delivery, participants analyzed
the text as part of the course and study. As Ducate and Steckenbiller (2017) point out, an analysis
of a text provides “students with a window into the perspectives of the target culture and
impelled them to consider their own views in relation to the texts and their perspectives
associated with the topic” (p. 206). Therefore, the text helped participants engage in introspective
analysis (of their own culture(s)) as well as analysis of the target culture and were able to see the
differences and, perhaps more importantly, the similarities between the cultures. Without the
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critical text, this would not have been nearly as feasible. The Spanish in the text was not used for
this study as the participants were in an introductory class and therefore their knowledge of the
language was limited.

Revisiting the Language/Culture Connection
As noted in the introduction to this study, language and culture are linked and cannot
be separated (Byram & Feng, 2005; Cakir, 2006; Damen, 1987; Furstenberg, 2010; GarrettRucks, 2016; Lange, 1998; Moeller & Nugent, 2014; Otwinowska-Kasztelanic, 2011; Risager,
2006, 2007; Savignon, 2005; Stewart & Strathern, 2017; Szende, 2014; Tang, 1999; Tsou, 2005).
Even so, there tends to be an artificial separation of the two in foreign language classrooms,
curricula and even programs at the postsecondary level. There is a great need by teachers and
administrators alike to reexamine this divide and develop ways to close the gap that exists so that
all foreign language students at all levels, especially those in postsecondary introductory-level
courses, may get exposure to not only the target language, but also the target culture(s). This
study gives a strong indication that despite arguments to the contrary, students do want to and
can learn culture side-by-side with language at even the introductory level of language
instruction. This study also seems to indicate that, as a result of this learning culture and
language side-by-side, student intercultural awareness increases. It might stand to reason that
with further cultural study in other introductory and even intermediate foreign language courses
their intercultural awareness will further increase and move students further along Bennet’s
model, further up Deardorff’s pyramid model and deeper into Byram’s model. Not only that, but
there is also a need to go beyond the objective culture that appears in most textbooks and
incorporate subjective culture through the use of, amongst other options, critical cultural texts.
This study should demonstrate a need for researchers and educators alike to continue to study
and reexamine the field of foreign language teaching and education so as to improve upon the
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foreign language education that our students are receiving today.

Limitations
General study limitations
Having discussed the findings of this study, attention will now be turned to the
limitations. First, as this was a case study with few participants, there are limitations to the
amount of data collected and therefore the ability to generalize results to a broader level. In
addition, the generalizability of this study is hindered by the use of only one class in one
language at one level of instruction at one postsecondary institution. However, this study could
be replicated in other classes at other postsecondary institutions or even made broader and run
across multiple institutions. In addition, the study could be adjusted to fit other target language
and culture classes. Another limitation to the study is the time frame in which it was conducted.
The study took place over 10 weeks during a college semester. This time frame is limiting and
therefore a longitudinal study might be more revealing in the future. Therefore, if replicated and
run again, another study would need to take at least a whole semester. Further studies could also
follow the same group of participants through the two introductory and two intermediate class
course of study to further demonstrate the impact of including more in-depth explicit cultural
instruction in the curriculum at the lower levels in general on increasing student intercultural
awareness and a more accurate evaluation of such growth could be assessed. One final general
limitation of this study is the challenge that exists in measuring or assessing the level of increase
in intercultural awareness that each student has achieved. This is because, as is noted from this
study, students tend to “start with different perceptions and go through the process at different
rates” (López-Rocha, 2016, p. 109). Therefore, especially in a qualitative study such as this one,
it would be difficult to say precisely how much, or in what exact ways, any particular student’s
intercultural competence has increased. Rather, as was the case with this study, general
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observances about student starting intercultural awareness and potential increases in intercultural
awareness were noted.

Specific activity limitations
There were other limitations of this study that were specific to some of the cultural
assignments and activities that participants were asked to complete. First, while the cultural
backpack did reveal some information about how some of the participants viewed their own
culture, it was not as revealing as it was hoped to have been. This is due in part to the view that
this activity is difficult to do and the participants had never completed an activity like this before.
The instructions given in future studies could include an example or two of what might be
expected of participants. Also, perhaps it could be started in class, but be completed outside of
class to allow for more time for participants to thoughtfully complete it. Second, the Can-Do
Statements could be improved in future studies. One of the issues is that the statements are just a
sampling of all of the statements provided in the NCSSFL-ACTFL Can-Do Inventory. This
limits the feedback and information that can be gleaned from this activity. Also, it needs to be
explicitly noted in the future that when the statements refer to “other cultures” what is being
asked is specifically the target culture(s). It is possible that participants completed this inventory
thinking of other cultures in general, not just the target culture(s) covered in the course. Thus,
data gathered were not conclusive enough to factor into the intercultural awareness discussion.

Future implications
General implications
As noted above, there were some limitations with this study. As a result, there are
implications as to how to better approach a study of this type in the future as well as how to tailor
it to different settings and to different language classes. First, as noted above, studies like this
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one should be held over at least a full semester, not just part of a semester. In addition, studies
like this could be made stronger by doing a longitudinal study over two, three or four semesters.
Doing so would give insight into more ways in which to include culture in the introductory and
intermediate level classrooms as well as allow for a greater analysis of increase in participant
intercultural awareness over time. This would allow for participants to tell more of their stories,
hence improving/increasing CRT analysis. With that information, more curricular
recommendations could be made and a greater argument could be made for moving culture to the
center of all levels of foreign language instruction. This study only focused on Spanish language
and culture(s). However, the goals and activities could be tailored to other languages and cultures
as well, such as French or Chinese. The cultural text and questions would have to be changed or
adjusted, but the general activities and design would be able to stay intact. What is important to
note is that no matter what the target language is, the corresponding target culture(s) must also be
included in every classroom at every level.

Pedagogical implications
In addition to the general implications noted above, there are also pedagogical
implications related to this dissertation study. These implications have to do with the way
languages, specifically Spanish, are taught at the postsecondary level, but also at the K-12 level,
as there are similarities and as a result similar issues that need to be addressed. Finally, there are
implications on foreign language teacher education and what is/is not being stressed in such
programs and how it can be addressed in the future.

Postsecondary cultural instruction
First, the focus must be on the level at which this study was directed – the postsecondary
level. For example, the culture that is taught in introductory, and even intermediate, language
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courses at the postsecondary level is usually limited to objective culture and even then, that is
placed on the periphery of the curriculum as an add-on if the grammar instruction is completed
and time is left for the culture. The purpose of this study was to show the need to move culture
further towards the center of the curriculum and also towards the more subjective end and to give
ideas on how to accomplish this. Usually introductory language textbooks are written to cover
three or four semesters of language study, between four and six chapters a semester, with some
culture addressed in each chapter. More recently, textbooks have begun making use of the
available educational technology and adding the technological components associated with the
text itself to the curriculum. But how often are these being used, or able to be used, given
instructional constraints? This is still unknown. This study shows that there are ways to add
deeper cultural conversation and understanding to the curriculum without taking away from
explicit language instruction.
The inclusion of culture at all levels, especially the introductory level, is of crucial
importance as many students enter postsecondary institutions with little or no solid background
in the target culture(s). This is in part due to the lack of a strict requirement for language study at
the secondary level or for admission into colleges and universities. In addition, there seems to
not be a set or consistent requirement for language study at colleges and universities either. This
means that most students will stop taking languages after 3-4 semesters, if even that long.
Therefore, they need to get cultural instruction at the earliest levels, from their first language
class forward. This study was aimed at providing an example of how to bring culture out of the
textbook and into real-life, making it both geographically and temporally relevant to the students.
This means that instead of only focusing on culture through an historical lens, as textbooks often
do, which is important but which too often focuses on distant places in distant times, educators
must be careful to include what culture entails now, especially, in the case of Spanish language
classrooms, with regards to Latinos/as, Mestizas, Chicanas and others who identify as having
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strong connections to the Spanish-speaking cultures of the Americas, who live in the United
States or who traverse the borders of the United States from other places. Some ways of doing
this, as were done in this study, include through the selection and use of appropriate cultural
text(s) and interviews with natives, or those whose families are natives, of the target language
and culture(s). These types of activities and experiences will add to the cultural conversation
begun in the central text of the class and will make culture more interesting and relevant to
language learners in general.

K-12 cultural instruction
While not the central focus of this study at the outset, concerns about K-12 language
instruction, specifically with regards to cultural instruction, were revealed during the course of
this study. That is to say that not only does there need to be support given to postsecondary
language instructors in crafting curricula which move culture more to towards the center, but
support also needs to be given at lower levels as well. In the interviews from this study, students
indicated that cultural instruction before the postsecondary level seems to focus on the objective
and not subjective aspects of culture. In addition, what cultural instruction there is seems to be
limited and perhaps minimally reinforced over time, leading to a lack of retention by students.
Therefore, more support needs to be given at lower levels of language instruction for the
inclusion of a greater level of cultural instruction. It also appears that there are no consistent
guidelines or requirements for foreign language study at the secondary level. As a result, most
students only take two years, perhaps three. Just as is the case at the postsecondary level, most
in-depth cultural instruction at the secondary level comes in the later years of language
instruction, in levels four and five. Therefore, it is of utmost importance that cultural
instruction be brought more towards the center of the curriculum at the secondary level as well
and the ACTFL World Readiness Standards have been put in place to do just that. In addition,
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there may need to be consistent graduation requirements for foreign language study, which
extend beyond just two years of study.

Teacher Education
Foreign language teachers need support in every way – from being prepared to teach
culture in the foreign language classroom, to being able to do so in the prescribed curriculum
(Tinker Sachs, Clark, Durkaya, Jackson, Johnson, Lake, & Limb, 2017). To be precise,
“teachers…need to be skilled in intercultural competence” and “‘the role of culture in education
is paramount’” (Tinker Sachs et al, 2017, 77). This starts with teacher education and training. In
the past, and even now, teacher education programs seem to have been focused more on
language content knowledge, the ability to write and implement lesson plans and the ability to
assess student progress in language learning. However, the cultural component of language
learning is still on the periphery. As Kissau and Algozzine (2017) note, common content
knowledge necessarily includes target language culture. Again, this leads back to the question of
how to raise teacher self-efficacy in the area of cultural understanding. By requiring prospective
teachers to show they can include target culture instruction in lesson plans, execute these plans
successfully and assess for understanding, this could help build up their self-efficacy in this area
and thus continue shifting culture towards the center of the foreign language curriculum across
the board. How to do this, though, may need more research.

Concluding Remarks

This dissertation study was intended to look at an important issue in foreign language
pedagogy, that of the need to include explicit cultural instruction at all levels and in all courses of
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language study. It is never too soon to begin teaching the target culture(s), which cannot be
detached from the target language, and if it is has been done, it has been done so artificially by
instructors. The gaps in the literature show that this study was necessary to at least begin a
conversation about the explicit and central inclusion of culture at all levels, especially in the
postsecondary introductory foreign language classroom. Participant responses to the interviews
and cultural text questions demonstrated that not only could they learn culture in an introductory
level classroom alongside language, but that they wanted to, be it for intrinsic or future
professional reasons. This is by no means a generalizable study, but the findings can if not start a
new conversation, add to the current conversation about when and how to add culture to the
foreign language curriculum. Indeed, culture teaching needs to be thought of not as a product,
but as a process that is interactionist, one that fosters “interactions and discussion leading to selfawareness, openness, and transformation” (López-Rocha, 2016, pp. 109-110). Thus, as
instructors proceed to bring culture more towards the center of the curriculum at all levels, this
dialogue between them and their students needs to remain open.
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APPENDICIES

Appendix A
Recruitment Flier

Doctoral Study
Participants Needed

Students are now being recruited to take part in doctoral research being conducted
right here at Spelman College. The purpose of this study is to investigate the
impact of the full inclusion of culture in the introductory Spanish classroom on
students’ abilities to understand their own culture and the culture of others. There
is no work outside of the assigned work on the syllabus that is required. All work
will count for approximately 12% of the course grade – 10% Lab work and 2%
homework. Participation will be kept confidential and the researcher will not know
who is involved in the study until the end of the semester. This study is open only
to students in Spanish 101 in this particular class.

If you are interested in participating, please read and sign and informed consent
form and return it to the professor by the end of class.

Thank you!!!!
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Appendix B
Informed Consent Form
Georgia State University
Department of Middle and Secondary Education
Informed Consent

Title: The Impact of Explicitly Incorporating Culture in Introductory College Level Spanish
Classes on Student Intercultural Competency.
Principal Investigator: Dr. Gertrude M. Tinker Sachs, Georgia State University Department of Middle
and Secondary Education, gtinkersachs@gsu.edu
Student Principal Investigator: Ryan N. Boylan, Georgia State University Department of Middle
and Secondary Education, rboylan1@student.gsu.edu

I.

Purpose:

You are invited to take part in a research study. The purpose of this study is to investigate the impact
of the full inclusion of culture in the introductory Spanish classroom on students’ abilities to
understand their own culture and the culture of others. You are invited to participate because you are
in a first semester university-level Spanish class. A total of 20-25 participants will be recruited for this
study. Participation will require approximately 36 hours of your time over the course of a semester,
from January to May of 2017.

II.

Procedures:

If you decide to participate, you will be asked to take an assessment at the beginning and end of the
semester, read a cultural text and discuss it in class and participate in community-based learning
experiences and conduct interviews of people in those communities. All assessments will be taken in
class. You will also take part in individual interviews with the researcher at the beginning and end of
the semester. These will be audio recorded by the researcher. All community-based learning
experiences, to include interviews, will be conducted on location in the Georgia State University
community one time during the semester for approximately 30 minutes. Interviews will be audio
recorded by students and submitted to researcher via email. The reading of the book will take a total of
approximately 3 hours of your time outside of class.
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III.

Risks:

In this study, you will not have any more risks than you would in a normal day of life.

IV.

Benefits:

Participation in this study may not benefit you personally. Overall, we hope to gain information
about the role of fully including culture in the introductory university/college foreign language
classroom.

V.

Voluntary Participation and Withdrawal:

Participation in research is voluntary. You do not have to be in this study. If you decide to be in
the study and change your mind, you have the right to drop out at any time. You may skip
questions or stop participating at any time. Whatever you decide, you will not lose any benefits
to which you are otherwise entitled.

VI.

Confidentiality:

We will keep your records private to the extent allowed by law. Dr. Gertrude M. Tinker Sachs, PI and
Ryan Boylan, SPI will have access to the information you provide. Information may also be shared
with those who make sure the study is done correctly (GSU Institutional Review Board, the Office for
Human Research Protection (OHRP)). We will use a key rather than your name on study records. This
key will be destroyed after the study is completed. The information you provide will be stored on a
personal data disk to which only the investigators will have access. Your name and other facts that
might point to you will not appear when we present this study or publish its results. The findings will
be summarized and reported in group form. You will not be identified personally.

VII.

Contact Persons:

Contact Dr. Gertrude M. Tinker Sachs at 404-413-8384 and gtinkersachs@gsu.edu or Ryan Boylan at 404906-6561 and rboylan1@student.gsu.edu if you have questions, concerns, or complaints about this study.
You can also call if you think you have been harmed by the study. Call Susan Vogtner in the Georgia
State University Office of Research Integrity at 404-413-3513 or svogtner1@gsu.edu if you want to talk
to someone who is not part of the study team. You can talk about questions, concerns, offer input, obtain
information, or suggestions about the study. You can also call Susan Vogtner if you have questions or
concerns about your rights in this study.
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VIII.

Copy of Consent Form to Participant:

We will give you a copy of this consent form to keep.

If you are willing to volunteer for this research, please sign below.

____________________________________________

_________________

Participant

Date

_____________________________________________

_________________

Principal Investigator or Researcher Obtaining Consent

Date
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Appendix C
Cultural Backpack Activity

Purpose: To help determine what culture students belong to and what in their background makes
them who they are and how.
Directions: 1. Draw a picture of yourself. This can be very detailed if you wish.
2. Describe in words what you feel, hear, sense with the various parts of your body
(hands, ears, eyes, nose, feet, head, etc.) that have defined or do define who you
are today.
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Appendix D
Can-Do Statements for Intercultural Communication

____ In my own and other cultures I can identify locations to buy something and how culture
affects where people shop.
____ In my own and other cultures I can identify example of entertainment, social media and
literature and peoples’ attitudes toward them.
____ In my own and other cultures I can identify some products that reveal a stereotype or
exaggerated view of a culture.
____ In my own and other cultures I can identify whom people consider to be part of their
family.
____ In my own and other cultures I can identify social practices associated with greetings,
leave-taking, thanking people, etc.
____ In my own and other cultures I can identify how, what and why people eat what they eat.
____ In my own and other cultures I can use rehearsed behaviors when purchasing items in a
familiar setting.
____ In my own and other cultures I can greet and take leave from someone using polite
rehearsed behaviors.
____ In my own and other cultures I can act appropriately when obtaining food in familiar
situations, such as grocery shopping, eating in a restaurant, etc.
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Appendix E
Pre-Interview Questions
How do you feel you are doing in class so far?
1. What are your goals for your Spanish education? What do you hope to achieve in class?
2. Have you studied Spanish-speaking cultures before? If so, where and when? Do you
know which countries speak Spanish? Do you know any of their history?
3. Do you know anything about Spanish culture? Do you know anything about Latino
culture? What experiences do you have with Latino culture? With Cinco de Mayo? With
Day of the Dead? With Hispanic Heritage Month? What were these experiences? Where
did it they place?
4. Do you know any Spanish-speakers outside of class? Tell me about them.
5. Tell me what do you know about Latinos in USA, in this state, in this city?
6. Are there any Spanish-speaking people in your community? In your church? In groups
that you are a part of?
7. Are there any Latinos in your Atlanta community where you live? Where do you see
them and what are they doing? Do you know where they live? Do you know any of
them? Do you ever think about practicing your Spanish with Latinos in your community?
8. How do you think Latinos are regarded by non-Latinos? African-Americans or Black
Americans in general? White-Americans? Asian-Americans? How do you think Latinos
feel about African Americans? White Americans? Asian Americans?
9. What do see as some of the benefits of having different linguistic groups in your current
community?
10. Would you be interested in learning more about Latinos and their culture in addition to
speaking Spanish? Why or why not?

Name: ______________________________
Age: _______________________________
Ethnicity: ___________________________
Heritage: ____________________________
Socioeconomic background: ______________________________
Religion: _____________________________
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Appendix F
Questions for Borderlands study

Part I – Atravesando fronteras/Crossing borders
A. Chapter 1 – This chapter captures the history of Mexico as well as the idea of borders and the
difficulties they present in individual’s lives. It addresses the struggles that exist in trying to
cross these borders in spite of the aforementioned challenges.
1. What is meant by a border? Where is Anzaldúa talking about?
2. What is a “mestizo”?
3. Who are “los gringos” and what did they do to the Indians?
4. What borders have you encountered in your life and how have you addressed or
crossed them? How may these borders be the same or different for immigrants to the US?

B. Chapter 2 – This chapter captures the discussion of what culture is and why individuals
always carry their own culture(s) on their backs. It also captures the fears that people have within
their own cultures and between cultures.
1. What is culture?
2. What are the fears of the Mexican people/the indigenous people?
3. What does she mean when she says that she carries “‘home’ on her back” (p. 43)?
4. Anzaldúa talks about the fears that come when a different group enters the area of an
established group of people. How would you feel if a large group of Latinos suddenly
moved into the area in which you live? What would you do?

C. Chapter 4 – This chapter captures the idea of an individual recognizing and knowing who they
are in terms of their cultural identity and about cultures around them. It also captures the struggle
those in the borderlands have with autonomy.
1. Why is Coatlicue important to the mestizas?
2. How does Anzaldúa describe “knowing” (p. 70)?
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3. What does Anzaldúa mean by “darkness” (p. 71)?
4. Anzaldua, on p. 70 infers that knowing that which is different is uncomfortable. What
can Latinos learn about your culture? What can you learn from the Latino culture? What
resources does this group bring to our community in Atlanta?
D. Chapter 5 – This chapter captures the idea of what an individual believes about herself and
about her cultural identity. In addition, it touches on the struggles of straddling two cultures and
the synergy of two cultures.
1. What do Chicanas believe about themselves?
2. How are ethnic and linguistic identity related according to Anzaldúa?
3. What cultures do Chicanas living in the Borderlands straddle?
4. Chicanas straddle two cultures. What cultures do you straddle and how do you
navigate the cultures in your life?

E. Chapter 7 – This chapter captures the problem of the struggles and dichotomies one faces
while living in the borderlands and how these struggles shape who she is.
1. What is the struggle of the mestiza on the border?
2. What are the dichotomies Anzaldúa faces as a mestiza, a chicana?
3. What is machismo?
4. a. How do the experiences of the mestiza compare to your own?
b. How do your experiences shape or form who you are?
c. How you see people who are different from yourself?
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Appendix G
Post-Interview Questions

How do you feel you have done in class so far this semester?
1. Did you achieve what you had hoped to achieve in class? Why or why not?
2. Did you learn anything new about Spanish culture? Did you learn anything new about Latino
culture? If so, what?
3. Tell me what you know about Latinos in the USA? In this state? In this city?
4. Are there any Spanish-speaking people in your community? In your church? In groups that
you are a part of?
5. Are there any Latinos in your current community where you live? Where do you see them and
what are they doing? Do you know generally where they live? Do you know any of them? Do
you ever think about practicing your Spanish with Latinos in your community?
6. How do you think Latinos are regarded by non-Latinos? African-Americans or Black
Americans in general? White-Americans? Asian-Americans? How do you think Latinos feel
about African Americans or Black Americans in general? White Americans? Asian Americans?
7. What do you see as some of the benefits of having different linguistic groups in your current
community?
8. Would you be interested in learning more about Latinos and their culture in addition to
speaking Spanish? Why or why not?
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Appendix H
Table of Codes
Codes

Interview
1
(1st 2 weeks)

Interview
2

Text

(Last 2 weeks)

I. Cultural Knowledge (CultK)
a. Latino culture knowl.
(pre) (LCKPr)

X

b. Latino culture knowl.
(post) (LCKP)

X

c. Spanish culture knowl.
(pre) (SCKPr)

X

d. Spanish culture knowl.
(post) (SCKP)

X

e. Knowledge of Latinos/
Hispanics in the
Community (KLC)

X

Cultural

X

Can-Do

Can-Do

1

2

(1st week)

(10th week)

Cultural
Backpack
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Codes

Interview
1
(1st 2 weeks)

Interview
2

Cultural
Text

Can-Do
1
(1st week)

(Last 2 weeks)

Can-Do
2

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________________________________________________
f. Prior understanding of
Spanish-speaking
Countries (PUSC)

X

II. Cultural Experiences (CE)
a. Participant Latino cultural
experiences (LCE)

X

i. Specific Latino cultural
experiences (SLCE)

X

b. Comparing cultural
experiences (CCE)

X
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Codes

Interview

Interview

1
(1st 2 weeks)

2

Cultural
Text

Can-Do
1
(1st week)

(Last 2 weeks)

Can-Do
2

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________
c. How experiences have
shaped participants (ESP)

X

III. Discussion of culture (DC)
a. Participant definitions of
culture (PDC)

X

b. Participant interest in
culture (pre) (PICPr)

X

c. Participant interest in
culture (post) (PICP)

X

d. Impact on community
of different cultural
groups (Impact)
i. Participant understanding of
cultural impact (pre) (PUCIPr)

X
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Codes

Interview

Interview

Cultural

Can-Do

2

Text

1

1
(1st 2 weeks)

(1st week)

(Last 2 weeks)

Can-Do
2

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________
ii. Participant understanding of
cultural impact (post) (PUCIP)

X

e. Straddling cultures (SC)

X

i. Cultural Self-ID (CSID)

X

ii. Navigation of Cultures (NC)

X

IV. Discussion of borders (DB)
a. Physical borders (PhB)

X

b. Psychological borders (PsB)

X

c. Cultural borders (CB)

X

d. Participant personal
borders (PPB)

X
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Codes

Interview

Interview

Cultural

Can-Do

2

Text

1

1
(1st 2 weeks)

(1st week)

(Last 2 weeks)

Can-Do
2

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________
e. Participant views on
borders for immigrants
(PVBI)

X

V. Class Goals/Progress (CGP)
a. Class goals (CG)

X

b. Spanish education goals (SEG)

X

c. Progress in class (PIC)

X

i. Progress Early in Study (PES)
ii. Progress Late in Study (PLS)
d. Goal achievement (GA)

X
X
X
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Codes

Interview

Interview

Cultural

Can-Do

2

Text

1

1
(1st 2 weeks)

(Last 2 weeks)

(1st week)

Can-Do
2

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________
VI. Intercult. Comm
Competence (ICC)
a. Cultural understanding

X

and abilities (pre) (CUAPr)
b. Cultural understanding
and abilities (post) (CUAP)

X

c. Intercultural knowledge
growth (IKG)

d. Communicating with
Spanish-speakers (CSS)

X

X

e. Recognition of self/others
(Recog)
i. Self-description/perceptions (SDP)

X

ii. Knowledge of Spanish-speakers
(KSS)

X

X
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Codes

Interview
1

Interview
2

(1st 2 weeks)

Cultural

Can-Do

Can-Do

Text

1

2

(1st week)

(Last 2 weeks)

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________
iii. Recognition of Latinos (LRecog)

X

X

f. Learning about different
cultures (LDC)
g. Views on people who
are different (VPD)
h. Feelings about
cultural contact (FCC)

X

i. Learning about Latino Culture (LLC)

X

ii. Latinos learning about other
cultures (LLOC)

X

VII. Latino relations
with other groups (LROG)
a. Latino-Non-Latino
relations (LNLR)

X

X
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Codes

Interview
1
(1st 2 weeks)

Interview
2
(Last 2 weeks)

Cultural
Text

Can-Do

Can-Do

1

2

(1st week)

(10th week)

Cultural
Backpack

________________________________________________________________________________________________________
b. Latino-AfricanAmerican relations (LAfAR)
i. Pre- (LAfARPr)
a. African-American feelings
towards Latinos (AfAFLPr)

X

b. Latino feelings towards
African-Americans (LFAfAPr)

X

ii. Post- (LAfARP)
a. African-American feelings

X

towards Latinos (AfAFLP)
b. Latino feelings towards
African-Americans (LFAfAP)

c. Latino-AsianAmerican relations (LAAR)

X
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Codes

Interview
1

Interview
2

(1st 2 weeks)

(Last 2 weeks)

Cultural

Can-Do

Can-Do

Text

1

2

(1st week)

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________
i. Pre- (LAARPr)
a. Asian-American feelings
towards Latinos (AAFLPr)

X

b. Latino feelings towards
Asian-Americans (LFAAPr)

X

ii. Post- (LAARP)
a. Asian-American feelings
towards Latinos (AAFLP)

X

b. Latino feelings towards
Asian-Americans (LFAAP)

X

d. Latino-White relations (LWR)
i. Pre- (LWRPr)
a. Whites feelings towards
Latinos (WFLPr)

X

b. Latino feelings towards
Whites (LFWPr)

ii. Post- (LWRP)

X
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Codes

Interview
1

Interview

Cultural

2

(1st 2 weeks)

(Last 2 weeks)

Text

Can-Do
1
(1st week)

Can-Do
2

Cultural
Backpack

(10th week)

______________________________________________________________________________________________________
a. Whites feelings towards
Latinos (WFLP)

X

b. Latino feelings towards
African-Americans (LFWP)

e. Other (Other)

X

X
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Appendix I
Code Definitions

I. Cultural knowledge (CK) - This is used as a parent code for items that reflect participant
knowledge, if any, of both Latino and Spanish cultures. Here, participant knowledge and
cultural knowledge are the same/
a. Latino culture knowledge (pre) (LCKPr)
This secondary code is used for those excerpts that underscore participant knowledge of Latino
culture prior to the start of the study.
b. Latino culture knowledge (post) (LCKP)
This secondary code is used for those excerpts that underscore participant knowledge of Latino
culture at the end of the study.
c. Spanish culture knowledge (pre) (SCKPr)
This secondary code is used for those excerpts that underscore participant knowledge of Spanish
culture prior to the start of the study.
d. Spanish culture knowledge (post) (SCKP)
This secondary code is used for those excerpts that underscore participant knowledge of Spanish
culture at the end of the study.
e. Knowledge of Latinos and/or Hispanics in the community (KLC)
This secondary code is used for those excerpts that underscore participant knowledge and
identification of Latinos in the US, this state and this city.
f. Prior understanding of Spanish-speaking cultures (PUSC)
This code is used for those excerpts which indicate a participant’s level of understanding about
Spanish-speaking cultures before beginning the study.
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II. Cultural experiences (CE) - This is used as a parent code for excerpts which emphasize any
cultural experiences participants had prior to the start of the study.
a. Latino cultural experiences (LCE)
This secondary code is used to highlight those excerpts which point directly to experiences
participants had with elements of the Latino cultures.
i. Specific Latino cultural experiences (SLCE)
This code is used for those excerpts that underscore participant experiences with particular Latino cultural
experiences.

b. Comparing cultural experiences (CCE)
This code is used for highlighting excerpts that show a comparison of participants’ own cultural
experiences and those of the mestiza.
c. How experiences have shaped participants (ESP)
This code highlights excerpts which describe participant feelings on how their life and/or
cultural experiences have shaped who they are.

III. Discussion of culture (DC) - This is used as a parent code for those excerpts that highlight
participant understandings of what culture means.
a. Participant definitions of culture (PDC)
This secondary code is used to highlight excerpts that indicate how participants may understand
the concept of culture.
b. Participant interest in culture (pre) (PICPr)
This secondary code is used to highlight excerpts that indicate how participants felt about
learning the target cultures in a lower-level language class prior to the start of the study.
c. Participant interest in culture (post) (PICP)
This secondary code is used to highlight excerpts that indicate how participants felt about
learning the target cultures in a lower-level language class at the end of the study.
d. Impact on community of different cultural groups (Impact)
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This secondary code highlights those excerpts that illustrate participant understanding of the
impact that different linguistic and cultural groups can have on a community.

e. Straddling cultures (SC)
This secondary code is used for excerpts regarding participant discussion of the cultures
to which they feel they belong.

IV. Discussion of borders (DB) - This parent code is used for excerpts pertaining to what
participants believe constitute borders.
a. Physical borders (PhB)
This secondary code is used for those excerpts where the physical nature of borders is discussed.
b. Psychological borders (PsB)
This secondary code is used for those excerpts where the psychological nature of borders is
discussed.
c. Cultural borders (CB)
This secondary code is used for those excerpts where the cultural nature of borders is discussed.
d. Participant personal borders (PPB)
This secondary code is used for those excerpts that indicate the borders that participants have
encountered/crossed in their personal journeys.
e. Participant views on borders for immigrants (PVBI)
This code is used for the excerpts showing how participants see the borders that immigrants have
and face.

V. Class goals/progress (CGP) - This parent code is used to help indicate those excerpts which
show participant discussion of class goals and progress over the course of the semester and
the study.
a. Class goals (CG)
This secondary code is used for those excerpts that focus on participant discussion of their goals
for the semester.
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b. Spanish education goals (SEG)
This secondary code highlights those excerpts that show participant discussion of their goals for
their Spanish education at the postsecondary institution in general.
c. Progress in class (PC)
This secondary code highlights participant discussion of their progress in class before the
beginning of the study and at the end of the study.
d. Goal achievement (GA)
This secondary code highlights participant discussion of their level of achievement of their class
goals at the end of the study.

VI. Intercultural Communicative Competence (ICC) - This code is used as a parent code for
items that reflect student level of intercultural knowledge and communication in the
target language with Spanish-speakers and their perceived ICC growth over the course of the
study.
a. Cultural understanding and abilities (pre) (CUAPr)
This secondary code highlights the excerpts that show student cultural understandings and
abilities between multiple cultures at the beginning of the study.
b. Cultural understanding and abilities (post) (CUAP)
This secondary code highlights the excerpts that show student cultural understandings and
abilities between multiple cultures at the beginning of the study.
c. Intercultural knowledge growth (IKG)
This secondary code is used specifically to reference excerpts underlining any/all intercultural
knowledge growth demonstrated by the participants.
d. Communicating with Spanish-speakers (CSS)
This secondary code is used to focus on those excerpts discussing actual participant
communication with Spanish-speakers.
e. Recognition of self/others (Recog)
This secondary code is used to show excerpts of participant discussion of how they recognize
themselves as well as those from other cultural backgrounds.
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i. Self-description/perceptions (SDP)
This code is used to highlight excerpts showing how participants view themselves through a
cultural lens.
ii. Knowledge of Spanish-speakers (KSS)
This code is used to highlight excerpts that reflect participant knowledge of Spanish speakers in
the participants’ communities both in Atlanta and their hometowns (where applicable).
iii. Recognition of Latinos in the community (LRecog)
This code is used to highlight excerpts which show the level of each participant’s recognition of Latinos in
the community.

f. Learning about different cultures (LDC)
This code is used to highlight excerpts where participants discuss their feelings on studying
culture in the foreign language classroom.
g. Views on people who are different (VPD)
This code is used to show where participants discuss how they feel about and would treat people
who are different from them.
h. Feelings about cultural contact (FCC)
This code is used to indicate where participants discuss their feelings about when their culture and
the Latino culture come into contact.

VII. Latino relations with other groups (LROG) - This parent code is used to highlight those
excerpts which include participant discussions on their ideas of how Latinos are regarded by
and feel about other cultural groups and vice versa.
a. Latino – non-Latino relations (LNLR)
This secondary code is used for participant discussions of how they understand Latino – nonLatino relations in general.
b. Latino – African-American relations (LAfAR)
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This secondary code is used for participant discussions of how they understand Latino – AfricanAmerican relations.
i. Pre – (LAfRPr) – This code is used specifically to highlight how participants perceived these relations at
the beginning of the study.
a. African-American feelings towards Latinos (AfAFLPr) – This code is used to identify how participants perceived
the way African-Americans feel about Latinos at the
beginning of the study.
b. Latino feelings towards African-Americans (LFAfAPr) - This code is used to identify how participants perceived
the way Latinos feel about African-Americans at the
beginning of the study.

ii. Post – (LAfRP) - This code is used specifically to highlight how participants perceived these relations at
the conclusion of the study.
a. African-American feelings towards Latinos (AfAFLPr) – This code is used to identify how participants perceived
the way African-Americans feel about Latinos at the
end of the study.
b. Latino feelings towards African-Americans (LFAfAPr) - This code is used to identify how participants perceived
the way Latinos feel about African-Americans at the
end of the study.

c. Latino – Asian-American relations (LAAR)
This secondary code is used for participant discussions of how they understand Latino – AsianAmerican relations.
i. Pre - (LAARPr) – This code is used specifically to highlight how participants perceived these relations at
the beginning of the study.
a. Asian-American feelings towards Latinos (AAFLPr) – This code is used to identify how participants perceived
the way Asian-Americans feel about Latinos at the
beginning of the study.
b. Latino feelings towards African-Americans (LFAAPr) - This code is used to identify how participants perceived
the way Latinos feel about Asian-Americans at the
beginning of the study.

ii. Post – (LAARP) This code is used specifically to highlight how participants perceived these relations at
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the conclusion of the study.
a. African-American feelings towards Latinos (AAFLP) – This code is used to identify how participants perceived
the way Asian-Americans feel about Latinos at the
end of the study.
b. Latino feelings towards African-Americans (LFAAP) - This code is used to identify how participants perceived
the way Latinos feel about Asian-Americans at the
end of the study.

d. Latino – White American relations (LWR)
This secondary code is used for participant discussions of how they understand Latino – White
American relations.
i. Pre – (LWRPr) - This code is used specifically to highlight how participants perceived these relations at
the beginning of the study.
a. Whites feelings towards Latinos (WFLPr) – This code is used to identify how participants perceived the way
Whites feel about Latinos at the beginning of the study.
b. Latino feelings towards Whites (LFWPr) - This code is used to identify how participants perceived the way
Latinos feel about Whites at the beginning of the study.

ii. Post - (LWRP) - This code is used specifically to highlight how participants perceived these relations at
the end of the study.
a. Whites feelings towards Latinos (WFLP) – This code is used to identify how participants perceived the way
Whites feel about Latinos at the end of the study.
b. Latino feelings towards Whites (LFWP) - This code is used to identify how participants perceived the way
Latinos feel about Whites at the end of the study.

e. Other (Other)
This secondary code is used for participant discussions of other ways in which they understand
Latino – Non-Latino relations.

